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CHAPTER I
Problem and Background
The primary purpose of this study is to substantiate
the effect of descriptive knowledge on accuracy in inter
personal perception.

Cronbach (1962) defines descriptive

knowledge as information which represents direct and per
sonal experience or observation.

Accuracy in interper

sonal perception has been recognized as an important var
iable for effective social interaction of people as well
as for effectiveness of professional workers in human
service fields.

It is generally accepted that the abil

ity to perceive client affect accurately is an important
counseling skill and that to perceive a client's emotion
or affect and to understand the meaning of reality as
perceived by the client is an important ingredient of
successful counseling (Carkuff, Kratochvil

& Friel,

1968; Sarbin, Taft, & Bailey, 1960; Truax & Carkhuff,
1967).
Although accurate perception of the client's emo
tions and meanings is not generally accepted as a suffi
cient condition for effective counseling and psychother
apy (Avery, 1973; Ivey, 1974; Payne, Weiss, & Knapp, 1972),
it is accepted as the first step in a communication pro
cess which can lead the counselor to an empathic and
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effective response.

If the counselor perceives the

client inaccurately, the counselor has little possibil
ity of making appropriate responses which are needed
for successful counseling and psychotherapy.

Truax (1970)

discussed the importance of teaching interpersonal skills
and concluded that expert knowledge and specialized tech
niques are secondary.

He maintained that effective coun

selors are experts in interpersonal relations and that
the counselors' interpersonal skills in relating to clients
have much to do with inducing positive behavior change.
An effective counselor is first and foremost an expert
in interpersonal relations.
Developing a trainee's ability to perceive and to
understand a client has alv/ays been a goal of education
in counseling and psychotherapy, and teaching and train
ing methods havd widely varied over the past decades.
Training methods employed in counseling and psychother
apy seem to have two essential aspects:
lectual and experiential-therapeutic.

didactic-intel
Truax, Carkhuff,

and Douds (1964) reviewed literature regarding training
methods in counseling and psychotherapy and dissected
training methods into didactic and experiential approaches.
The didactic-intellectual approach is predominantly based
on explicit and direct teaching of preestablished know
ledge as to processes and skills of counseling;

the
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experiential-therapeutic approach is based on experiening therapeutic or facilitative relationships of coun
seling (Rogers, 1957; Truax, Carkhuff, & Douds, 1964).
Truax and Carkhuff (1967) developed a training program
which they considered a combination of the didactic ap
proach and the therapeutic approach.
Other investigators (Bullmer, 1970; Smith, 1973)
have also shown that accuracy in interpersonal percep
tion, or sensitivity, can be improved through direct
teaching.

Bullmer (1970, 1972) programmed material on

interpersonal perceptual skills and Smith (1973) teach
ing clinical cases were both effective in improving ac
curacy in interpersonal perception.

Jakubowski-Spector,

Dustin, and George (1971) noted the transfer of training
is as vital in counselor training as in any other educa
tion.

It can be concluded that students' mastery of these

learning materials was transferred to their practical
skills of accurate perception.
On the other hand, Smith (1973) reviewed literature
regarding the training of sensitivity and concluded:
Are undergraduates who had psychology courses
more sensitive than those who have not? No.
Are professional psychologists more sensitive
than graduate students in psychology? No.
Are clinical psychologists more sensitive than
experimental psychologists? No. Are profes
sional psychologists more sensitive than phy
sical scientists, actors, personnel managers,
and members of other professional groups? No.
(p. 33)
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While some investigators (Estes, 1938; Kelley & Fiske,
1951; Levy & Ulman, 1967; Luft, 1950; Soskin, 1954; Wedell & Smith, 1951; Weiss, 1963) have shown that teaching
of psychology did fail in the improvement of sensitivity,
other researchers (Bullmer, 1970, 1972; DiMattia & Zim
mer, 1973; Smith, 1973; Truax & Lister, 1971) have dem
onstrated that interpersonal perceptual skills and other
interpersonal skills can be improved through direct teach
ing methods.
The failure of direct teaching of interpersonal skills
can be ascribed to diverse reasons.

Smith (1973) has

criticized lack of effective attention to idiographic
understanding in sensitivity training and stated:
It is largely limited to theoretical and nomo
thetic sensitivity. No effective attention is
paid to either observation or idiographic under
standing. Students are given neither practice
nor feedback on their ability to apply what they
have learned to specific persons, (p. 33)
Therefore, according to Smith (1973), mastery of abstract
concepts and theories acquired through lectures, textbooks,
and term papers is not a sufficient condition for transfer
of knowledge to real counseling situations.
Although the acquisition of knowledge is not the
entire scope of education, it is a vital part of most
education.

There are several kinds of knowledge and each

of the different kinds has its own significance to behavior
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(Broudy, 1961; Cronbach, 1962; McMurray & Cronbach, 1955).
Cronbach contended that, "descriptive knowledge provides
a substitute for direct, personal experience" (p. 58).
Descriptive knowledge refers to characteristics of a sin
gle event or object and to impressions which an individual
might form for himself if he were to observe it.

Des

criptive knowledge functions as a means of transfer from
verbal knowledge to preverbal or perceptual knowledge.
This descriptive knowledge can be found in many case stud
ies and statements of behavioral referents (Broudy, 1961;
Cronbach, 1962).
Lack of descriptive knowledge in teaching interper
sonal perceptual skills may be one of the important causes
of failures in training for accurate interpersonal percep
tion and other interpersonal skills.

Although the impor

tance of descriptive knowledge has been recognized, its
effect on teaching accurate interpersonal perceptual skills
has not been identified.

The problem to be attacked in

this study is identifying the effect of using descriptive
knowledge for training interpersonal perceptual skills.
Teaching theoretical knowledge alone has not been proven
conclusively to be an effective way for training interper
sonal perceptual skills, since it has not always been
transferred to preverbal skills.

Teaching descriptive

knowledge and theoretical knowledge is hypothesized to
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be an effective way to train accurate interpersonal per
ceptual skills.
Review of Related Research and Literature
Research and literature pertinent to this study are
concerned primarily with four areas: process of interper
sonal perception, individual differences in interpersonal
perception, training for improvement of interpersonal per
ception skills, and transferring knowledge to application
of interpersonal skills.
Process of Interpersonal Perception.

The primary

concern of this study is types of knowledge as determin
ants of accurate interpersonal perception in the field of
counselor and psychotherapist education.

Interpersonal

perception, or person perception, refers to the processes
involved in knowing the external and internal states of
other people (Warr & Knapper, 1968).

Tagiuri (1969) stat

ed that, "person perception refers to the processes by
which man comes to know and to think about other persons,
their.characteristics, qualities, and internal states"
(p. 395).

Although the process of interpersonal percep

tion has been variously named social perception, person
perception, and person cognition, and has been without a
universally accepted specification, we must be able to
point out at least the essentials of the process of in
terpersonal perception.

The process of interpersonal
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perception can be inferred from the processes of percep
tion in general if we accept that interpersonal perception
is basically a matter of perception.

Forgus (1966) defin

ed perception as, "the process of information extraction"
(p. 1) and contended that the process of information ex
traction is the core process in the acquisition of know
ledge.

Emphasizing the relationship between perception,

learning and thinking, Forgus (1966) conceived perception
as a superset, and learning and thinking as subsumed sub
sets.

He asserted that an individual becomes capable of

extracting more information from environments as the per
ceptual set is broadened, and becomes more complex and
richly patterned with experience.

He refuted the notion

of unconsciousness in perception and stated, "what we
call unconscious is merely the condition wherein the sub
ject is extracting very little information from the stim
ulus" (p. 266).

He also made it clear that such factors

as values and anxiety influence ability to perceive by
affecting discrimination, or judgement, of already perceiv
ed stimuli by making a perceiver more or less sensitive to
certain attributes of the stimulus complex or by accentuat
ing certain parts of errors when the stimuli is unclear.
He viewed that this sensitivity is developed by such exper
iential factors as conditioning and familiarity.

By ex

plaining that an individual can, through learning, extract
information differently from potential cues or information

■■
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carried by unclear or impoverished stimulus complexes,
Forgus (1966) tried to clear away the mystery and mysti
cism in interpersonal perception.
Theories of inference, in addition to theories of
information, add impetus to speculation about the process
of interpersonal perception.

Inference theories of inter

personal perception are strongly based on a variety of
psychological traditions that are concerned with the cog
nitive process of interpersonal perception (Tagiuri, 1969).
The most extensive and thoroughgoing application of this
type of cognitive theory to interpersonal perception has
been done by Sarbin, Taft, and Bailey (1960), in their
work on clinical inference.

They viewed the process of

interpersonal perception as reducible to the logical mod
el of inference.

Intuition and empathy were viewed as

unnecessary elements in explaining how we perceive others.
Inference was defined as, "cognitive transformation of
one set of events through another set of events which
produces new knowledge about the first, (p. 45) and as,
"a process in which a particular instance is assigned
characteristics of a universal class on the basis of its
being a member of that class" (p. 45).

Accordingly, in

ference in perception is a process whereby specific sen
sory events are transmuted to instances by being compared
or collated with some form of residual such as an exem
plar, a memory image, a trace, or a class.

They proposed
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that the classical syllogism is the vehicle for this pro
cess and that a broadened syllogistic inference model,
with both major and minor premises, stated in probabil
istic terms can adequately explain the process of clini
cal inference and interpersonal perception.
Sarbin, Taft, and Bailey (1960) identified six stages
in this process of clinical inference: a postulate system,
a syllogistic major premise, observation, instantiation,
conclusion, and prediction.

In the stage of postulate

system of inferrer, the inferential process is guided by
presumed axioms which have many other names such as in
terlocking cognitive dimension, categorical systems, taxanomies, beliefs, assumptions, concepts, schemata, expec
tancies, attitudes, rules of syntax, primitive terms and
so on.

In the second stage, the inferrer constructs a

syllogistic major premise which in clinical inference
nearly always begins with the particularistic "some" and
which has a "class" character.

This major premise is

constructed under the instigation and direction of the
requirements of the inferrer's roles and on the basis
of his postulate system.

In the stage of search for and

observation of occurences relevant to the major premise,
the inferrer observes a person object and makes an infer
ence on the basis of a sampling of occurrences.

Because

the perceiver muat rely on samples, inferences are
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probabilistically determined.

In the stage of instant

iation, or the conversion of an occurrence into an in
stance of a general class, occurrences are sorted into
species or classes.

This sorting is necessary in order

to construct the minor premise for the syllogism, such
as, Jones is a member of species M.
In clinical inference, instantiations are also pro
babilistic because they are based on samples from a uni
verse of occurrences.

In the stage of inferential product

or conclusion, the attribution of characteristics of the
general class to the instance is made.

The conclusion,

however, may be either logically or factually incorrect
because inferences are subject to several types of fal
lacies which can be classified as formal fallacies and
material fallacies.

In the final stage of prediction,

the inferrer converts conclusions into prediction and
statements with a future reference.

The predictive state

ment is also of a probabilistic nature.
This cognitive theory, into which is fitted person
cognition, also deals with the elements of the clinical
process: the distal attribute, the cues, the proximal
attributes, the inferred proximal attribute, and the in
ferred distal attributes.

This theory of inference and

interpersonal perception can not only accomodate the com
ponents of interpersonal perception, but can also bring
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clinicians into profitable contact with the contributions
of a broadened formal logic.
Theories of information and inference seem to have
made the processes of information extraction and logical
inference in interpersonal perception explicitly clear.
However, while the concepts of information and logical in
ference might fruitfully be applied to social relations
and social perception, it seems clear that many concepts
and principles within these theories cannot be used in
the context of interpersonal perception.

It is doubtful

that those concepts and principles can be treated as more
than loose analogies by the two theories.

But there is

another reason for doubting that the language of infor
mation theory and logical inference theory is completely
sufficient for an understanding of interpersonal perception.
In interpersonal perception, we certainly extract informa
tion and make inference, but we also respond by deriving
expectancies about others and their relationship to us.
Interpersonal perceptions have affective components such
as attraction, anxiety, love, hate, happiness, despair,
and so on.

As a result, it is not clear that these expec

tancies and affective components of interpersonal percep
tion can be completely woven into the texture of inference
and information theory (Warr & Knapper, 1968).
Warr and Knapper (1968) presented a different view
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of the process of interpersonal perception.

They viewed

the process of interpersonal perception as having three
different components: the attributive, the expectancy, and
the affective components.

These three components interact

with each other in a complex fasion and may ultimately
be resolved into an independent concept.

The attribute

component refers to the process of attributing certain
overt and covert characteristics to a person object.

This

attribute component involves classifying and comparing
sets of stimulus inputs.

Attributive judgments of other

people can be placed in one of two categories— episodic
judgments or dispositional judgments.

Episodic judgments

are those made about someone's state during a particular
sequence or episode of behaviors.

Dispositional judgments

are those made about permanent characteristics which are
relatively independent of a particular episode.
In the process of interpersonal perception, expec
tancies concern the potential predictions about episodic
and dispositional attribution.

The perceiver's expectan

cies are often identified with perceptual readiness, goals,
and intentions.

The dimensions of categories and classi

fications are influenced by these expectancies.

The attri

butive components contain within themselves the expectancy
components, which are likely to affect later attributions
about a person object.

These expectancies seem to be
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related with perceiver values and personality.

When we

perceive a man, we not only have expectancies about him
but also emotions about him.

The affective component of

interpersonal perception involves attraction, liking,
respect, sympathy and other emotions which strongly in
fluence the other components of person perception.

This

affective component of interpersonal perception is impor
tant in determining the selection and processing of stim
ulus inputs and in evaluating characteristics of a person
object.
In summary, the process of interpersonal perception
has been reviewed from three points of view: as a process
of extracting information, as a process of making an in
ference about a person, and as the interplay of three
components; attribution, expectancy, and affection.

These

preceding reviews of literature on processes of interper
sonal perception show that anxiety, values, personality,
formal and material fallacies, and so on interfere with
accurate perception of person objects.

Accuracy in in

terpersonal perception, which can be defined as the dis
crepancy between a perceptual judgment and a criterion
(Allport, 1961; Bruner & Taiguri, 1954; Cline, 1964; Shrauger & Altrocchi, 1964; Taft, 1955), is an aim which coun
selors and psychotherapists have desired to reach. How
ever, the counselor's interpersonal perception seems to
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be subject to various sources of inaccuracy, such as emo
tional states, expectations, values, fallacies in infer
ential processes, and so on.

Consequently, accuracy and

individual perceivers' differences in interpersonal per
ception emerge as important issues.
Individual Differences In Interpersonal Perception.
In the previous review, emphasis was placed on processes
which are common to most perceivers.

In this review, ma

jor differences in accuracy in interpersonal perception,
which result from various characteristics of the perceiver
and the objects to be perceived, will be dealt with.
Sarbin, Taft, and Bailey (1960) divided sources of var
iation in inference into two classes: variations due to
the analyst and variations due to ecology.

Variations

in inference due to the analyst include the characteris
tics of personal equation, past experience, authority,
construction, analogy, assimilative projections, needs,
biases, prejudices, beliefs, expectations, and motivations.
One characteristic of the ecology that influences infer
ence about interpersonal characteristics is the context
in which a person object appears.

This interaction be

tween the perceiver and the ecological context includes
the psychological relationship between the observer and
the person object, the social interaction, personal know
ledge and mutual evaluation.

An example of this interaction
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is found in the clinical process where reciprocal inter
actions, i.e., assessment, interviewing, and diagnosis,
reflect the demands of roles played by both parties and
affect accuracy in interpersonal perception.

Individual

difference in perceiving people has also been explored
to answer the question, "Do some personality character
istics consistently contribute to accuracy more than oth
ers?"

Sex, age, culture, class, intelligence, cognitive

structure, attitude, and information are examples of char
acteristics that have been employed in studies on indi
vidual differences in interpersonal perception.
The literature concerning sex differences is not
always consistent.

Some studies (Buzby, 1924; Cline,

1964; Jenness, 1932; Levy & Schlossberg, 1960; Murstein,
1966; Vinacke, 1949; Weisberger, 1956) have reported that
females are more accurate than males in perceiving other
people.

Other studies (Kanner, 1931; Moore, 1966) have

found that men are superior to women in perceiving other
people.

Jenness (1932) concluded after his review of

literature that women slightly excel men in judging emo
tions based on facial expression.

Also, Olesker and Bal

ter (1972) found that individuals show more empathy when
judging people of the same sex than when judging persons
of the opposite sex.

However, no significant differences

between males and females have been shown by many recent
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investigators (Breisinger, 1976; McDonald & Gynther, 1965;
Taft, 1955; Wertheimer, 1960; Wylie, 1961).

These incon

sistent results of studies on sexual differences in per
ceiving other people have led to the conclusion that other
variables are intervening.

There are indications that

the relative sensitivity of men and women to emotional
expression may be related to the sex of the person ex
pressing the affect and to the particular emotions to
be perceived (Avery, 1973; Tagiuri, 1969).
Although psychological aspects of aging have arous
ed considerable interest in the human service fields,
little research has resulted on the relationship between
aging and interpersonal perception.

One study by Secord

and Muthard (1955), with subjects who varied in age from
18 to 49, showed that older persons judged females to be
more temperamental, aggressive, easygoing, and talkative.
Also, older persons tended to make more positive responses.
Studies of interpersonal perception with children have
been done by a number of investigators who have shown
that the ability to perceive other people accurately in
creases with age (Brooks & Goldstein, 1963; Chance, Gold
stein, & Schicht, 1967; Ghent, 1960, 1961).

It is gener

ally anticipated that children's perceptions of other
people and events will, with increased age, become more
articulated, more differentiated and more integrated
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(Harvey, Hunt, & Schroder, 1961).
People of different aspects of the stimulus infor
mation are selected.

Haufmann and Getzels (1955) have

observed variations in category usage between American
and Russian judges of other people.

Martin (1964) em

phasized that cultural standards can be more important
than racial differences.

He investigated the judged beau

ty of ten negro women represented photographically.

The

responses of the negro Americans and white Americans were
very similar, whereas the negro Africans applied a quite
different set of standards.

Although a different lang

uage system in different cultures provides a perceiver
with different categories of perceptual stimuli inputs,
Triandis (1964) found that the identification of emotions
appears to be largely unaffected by the cultural back
ground of the perceiver.

Fiedler and Hoffman's (1962)

studies of children's perceptions yield the same results
for different cultures.

These results were explained

on the basis that the cues used in perceiving emotions
were facial expressions, which appear to be the same in
different cultures.
Intelligence is another characteristic which has
attracted the attention of investigators studying person
perception.

Taft's (1955) review of literature present

ed consistent evidence for positive correlations between
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high intelligence and the ability to perceive personal
characteristics accurately.

Lack of adequate intelli

gence contributes to inaccuracy in interpersonal percep
tion.

Gollin (1958) found that more intelligent judges

inferred more from filmed presentations and were better
able to account for conflicting information about stimuli
than were judges with lesser intelligence.

Gates (1923),

Kanner (1931), and Weisberger (1956) have reported more
moderate correlations.

Levy, Orr, and Rosenzweig (1960),

however, were unable to show that college students were
superior to mental retardates in judging photographs of
facial expressions scaled happiness-unhappiness.

The

more intelligent perceivers appear to utilize cues more
efficiently for making inference about the states or con
ditions of person objects (Tagiuri, 1969).
A perceiver characteristic which has stimulated con
siderable interest is the complexity-simplicity dimension
of cognitive structure.

It appears that a perceiver with

complex cognitive structure employs a wide variety of
ways to process information about a person object and
that the cognitively simple individual makes use of a
limited set of processing techniques (Warr & Knapper, 1968).
For example, therapists with simple cognitive structures
may tend to view clients along limited dimensions and
be unable to look at clients from a number of alternative
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perspectives, whereas therapists with complex cognitive
structures may tend to be adept at generating a variety
of perspectives for looking at clients (Miller & Harvey,
1973).

Heck and Davis (1973) reported that therapists

with complex cognitive structure obtained higher empathy
rating in a counseling analogue situation.

On the other

hand, LeConn (1969) failed to show that the dimension of
cognitive simplicity is correlated with accuracy in inter
personal perception.

The results of the studies on the

relationship between cognitive structure and accuracy in
interpersonal perception are somewhat inconsistent.
Consistent and negative association between authori
tarianism and accuracy in interpersonal perception has
emerged (Cline, 1964; Foulds, 1969; Jones, 1954; Rabinowitz, 1956; Simons, 1966).

Dogmatism is closely rela

ted to authoritarianism (Rokeach, 1960), and has been
used as a variable in research.

Burke (1966) and Jacoby

(1971) demonstrated that accuracy in interpersonal per
ception is a function of the degree of dogmatism, with
low dogmatic subjects tending to be more accurate than
highly dogmatic subjects.

The negative correlation be

tween authoritarianism and perceptual accuracy has, how
ever, been explained with some qualifications:
1.

Because an authoritarian perceiver is more apt

to employ assumed similarity as a basis for perceiving
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others, his percept will tend to be more accurate when
the stimulus person is also an authoritarian (Newcomb,
1961).
2. Authoritarians exhibit a high degree of stereo
typic accuracy, but are low on differential accuracy (Dan
ielian, 1964).
3. Intolerance of ambiguity is a basic perceptual
variable which limits the ability to perceive inconsis
tencies.

Low accuracy in interpersonal perception ap

pears to be explained by an authoritarian's tendency to
employ premature perceptual closure, which limits both
the quality and the quantity of person stimuli inputs.
Warr and Knapper (1968) presented a model of per
son perception in which they emphasized the importance
of information in interpersonal perception.

Information

on present person stimuli and on present context, as well
as stored information on a stimulus person, operates in
selecting and processing some aspects of the stimuli.
According to Lambert, Anisfeld, and Yenikomshian

(1965),

information on the characteristics of the stimulus person
operates on perceiving the person.

Present context in

formation refers to the social, physical, or behavioral
context within which the person is perceived.

Informa

tion on aspects of the social, physical, or behavioral
context is selected and is placed in juxtaposition with
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selected aspects of the stimulus.

Information about other

people in the same or similar context can influence inter
personal perception so that a stimulus person is judged
in relation to other people in the situation (Cline,
1955; Holmes & Berkowitz, 1961; Munn, 1940; Sherman,
1927).

Stored stimulus information refers to informa

tion about the stimulus person which is within the perceiver's memory and which is available as a basis of a
conceptual judgment.

Stored information about what a

person has done on other occasions, about what other peo
ple have said about a person, and about what authority
has said about the same or similar characteristics, may
influence the selection and process of stimulus inputs
(Sarbin, Taft, & Bailey, 1960; Warr & Knapper, 1968).
Whereas many studies have been done about the asso
ciation of interpersonal perception with information,
little research has been done concerning the associa
tion of information about perceptual theories and ac
curacy in interpersonal perception, or as to how to im
prove accuracy among trainee counselors and psychother
apists.

The following review will deal with literature

related to the training of counselors for improving in
terpersonal perceptual skills.
Training Methods For Improving Accuracy Of Interper
sonal Perception..

Whereas the importance of accuracy in
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interpersonal perception has been recognized as to its
relation to effectiveness of counseling and psychother
apy, little research has been accomplished insofar as
the development of generally accepted training methods.
It is also apparent that what has been done about devel
opment of training methods for interpersonal perceptual
skills has been in the education of counselors, psycho
therapists and other professionals in human service areas.
Concepts on effective training methods in counselor
education have been varied over the past few decades.

A

series of changes has also occurred in the conceptualiza
tion of counseling and psychotherapy.

Regarding this

point, Blocker (1972) stated:
Formerly cherished notions of the counselor as
a passive, shadowy acceptor and reflector of feel
ings and opinions have gradually given way to an
image of the counselor as an active and dynamic
agent of change in the lives of those with whom
he engages in therapeutic encounter, (p. 210)
Truax, Carkhuff,

and Douds (1964) have defined two

basic approaches to the education of counselors.

These

two traditionally predominant approaches are the didac
tic-intellectual approach and the therapeutic-experien
tial approach.

The didactic approach places emphasis

on direct teaching of preestablished knowledge pertain
ing to the counseling process, clients, and therapists.
The therapeutic-experiential approach places emphasis on
trainees' experiencing therapeutic or facilitative
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conditions.
Recent concepts regarding what is a more effective
training method have asserted that counselor education
can be benefited by employing a wide range of theories
and procedures rather than the traditional therapeuticdidactic dichotomy.

Caple (1972) presented a molar mod

el of training in which he stated that, "the formal train
ing program is made up of the following elements: didac
tic instruction, self-exploration, supervision, and prac
tice" (p. 32).

Didactic instruction refers to knowledge

content that is formally transmitted to a student as he
moves from entrance to exit in the program.

This know

ledge includes facts, principles, and theories.

Self-ex

ploration directly affects students' use of intellectual
learnings.

Whereas didactic instruction provides stu

dents with opportunities to use deductive reasoning, the
conditions in self-explorative experience provide students
with opportunities to use inductive reasoning.

Although

the nature of the supervisor-supervisee relationship is
a controversial one, the process of supervision enables
a supervisee to develop competent professional responses
by maintaining open and continuous feedback oriented to
ward changing behavior.

In Caple's model, learning by

practice seems to be limited only to supervised work.
Practice includes observation, imitation, and internalization.
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Through the observation phase, the learner observes that
the performer succeeds or fails.

In the second phase of

practice, and imitation, the learner is given an oppor
tunity to test his own behavior and imitate successful
models.

Internalization, the third phase, begins when

the learner adopts a certain behavior because the beha
vior is congruent with his value system.
Besides Caple's molar model for training, there have
been many other models for counselor education.

The dev

elopmental model, the microcounseling model, the inter
personal process recall model, and others have been pre
sented and discussed as alternative concepts for effec
tive education of counselors.

Kohlberg (1975) presented

a developmental approach for counseling and counselor ed
ucation.

He emphasized the importance of human develop

ment and said:
Without a relatively systematic developmental
framework, counseling and counselor education
may become a potpourri of approaches, a set
of eclectic activities mostly oriented toward
secondary prevention, (p. 250)
In the developmental approach, the aim is to train train
ees to prepare a variety of didactic and experiential
learning activities that will facilitate the clients'
cognitive and emotional development.

These develop

mental programs should include ego development, cogni
tive development and moral and psychological education.
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Therefore, this approach is directed toward changing
counselor education from the traditional approach to
that of psychological and moral education.
Microcounseling approaches in counselor education
emphasize teaching single specific counselor behaviors
rather than attempting to teach all the skills of coun
seling and psychotherapy at one time (Ivey, 1974; Miller,
Morrill, Ivey, Normington & Uhleman, 1973; Saltmarsh &
Hubele, 1974).

Ivey (1974) described microcounseling as,

"an effort to unite the important facilitative condi
tions of the warm, empathetic counseling relationship
with the current demands for directly observable behav
iors and accountability" (p. 172).

Many researchers (El-

senrath, Coker, 8s Martinson, 1972; Miller, Morrill, Ivey,
Normington, 8s Uhleman, 1973; Saltmarsh 8s Hubele, 1974)
have shown that the microcounseling approach is effec
tive for training counselors and other human service work
ers.

Teaching specific skills of interviewing through

videotape presentation is an innovative approach to coun
selor education.

This method of precise teaching and

videotape techniques has been combined with other ap
proaches and has brought forth new methods of training
which are suitable for many different situations (Ivey,
1974).
The interpersonal process recall technique, which
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involves the use of videotaping equipment to stimulate
counselor and client to recall of the dynamics of the
counseling process, has also been developed to increase
counselor effectiveness (Bradley, 1974; Kagen, Krathwohl, & Miller, 1963; Spivack, 1972).

When counselor

trainees can observe themselves on videotape with the
aid of a recall worker, they seem to be able to improve
their interviewing behaviors.

The interpersonal process

recall approach is sometimes associated with a simulation
technique.
The simulation technique assumes that trainees' grow
th in training can be accelerated if they are exposed to
different kinds and degrees of emotional situations and
if they are given an opportunity to react to these situ
ations.

The application of simulation techniques in

counselor education has been both feasible and effective
(Delaney, 1969).
Ryan (1969) and Canada and Lynch (1975) presented
systems techniques as an alternative way of improving
efficiency and effectiveness of counselor education.
Canada and Lynch (1975) viewed systems technology as pro
viding counselor educators with an answer to the question
of accountability by treating the selection of training
techniques and the resulting behavioral outcomes as parts
of a unified system.

According to this technique, four
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steps are involved.

First, the objectives of training

must be determined.

Second, the tasks that will best

meet the objectives must be identified.

Third, the tasks

must be arranged in the most efficient and effective or
der.

Finally, data that will support or question the

successes of training must be collected.

Since system

technology treats the selection of training procedures
and outcomes as parts of a total system, the overall goal,
the subtasks, and the behavioral outcomes are considered
to be closely related to each other.

This approach can

be applied to a particular counseling technique, to an
entire course, to a degree program in counseling or any
other teaching task that involves two or more component
parts (Canada & Lynch, 1975).
Other techniques and variations in techniques have
emerged (Delaney, 1972; Schwebel, 1972).

These diverse

approaches to counselor education have been supplemented
by new strategies stimulated by clinical experience and
research activity, and common characteristics exist among
the variety of approaches.

A major thrust in the last

decade has been toward the development of techniques and
approaches which are concrete, measurable, readily ap
plicable, and can be acquired in a relatively short per
iod of time (Seligman & Baldwin, 1973).
While the different approaches employed to train
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counselors have reported varying degrees of effective
ness, review of these approaches reveals that few have
focused attention on trainees' ability to perceive clients'
meanings and emotions.

Truax and Carkhuff (1967) demon

strated that empathic counselor response could be devel
oped, but did not direct attention to development of in
terpersonal perceptual skills.

Although they noted that

counselors with a high level of empathic response had the
ability to understand the real meaning of the client,
they did not explain how this ability was developed.
Campbell, Kagan and Krathwohl (1971), however, have dis
cussed affective sensitivity as a psychological trait
which is subject to change through training procedures.
Smith (1973) presented an extensive proposal on sen
sitivity training.

His major concern was the develop

ment of training methods that would improve trainees'
ability to understand other people.

Sensitivity was

viewed as being determined by many relatively indepen
dent components and was classified into four categories:
observational sensitivity, theoretical sensitivity, no
mothetic sensitivity, and idiographic sensitivity.

Ob

servational sensitivity means "the ability to look at
and listen to another person and remember what he looked
like and said" (p. 24).

Perceivers differ widely in

their ability to discriminate what they see and hear
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from what they feel and infer about a person.

Training

to develop the ability to make such discriminations can
be successfully accomplished through teaching observa
tion skills that lead to more accurate perceptions about
a person.
The second component of sensitivity, i.e. theoreti
cal sensitivity, refers to, "the ability to select and
use theories to make more accurate predictions about
others" (p. 24).

A theory is a set of concepts and a

set of relationships between these concepts.

Innumer

able explicit, dynamic, and interpersonal theories ap
pear to be available as aids to improve sensitivity.
In fact, theoretical training has difficulty in sensi
tivity training because of the association of scienti-

{

fic theory with a mythical way of thinking.

Smith (1973)

stated:
The most popular scientific theories are those
that encourage their users to continue their
mythic orientation, their preoccupation with
expressive qualities, their illusionary correl
ations, and their avoidance of empirical checks.
(p. 112)
Developing empathic accuracy can be accomplished through
intellectual mastery of a theory.

It is important that

the trainees focus on empirical ways to apply theories
and that they get feedback on their assumptions.
Smith (1973) also defined nomothetic sensitivity as
the ability to learn about, "the typical member of a
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group and to use this knowledge in making more accurate
predictions about individuals in the group" (p. 25).
Nomothetic sensitivity provides trainees with a dilemma.
On the one hand, what the typical member of a group is
like is a useful conception for the description and ex
planation of a behavior of a group member.

On the other

hand, this sterotype often results in a significant de
crease in accurate perception of an individual.

The re

sults are incomplete, erroneous, and distorted stereo
types.

Accurate and empirically verified stereotypes

are required for the development of more accurate sensi
tivity.
According to Smith (1973), the training of accurate
nomothetic sensitivity can be accomplished through ster
eotypic training, deviation training, and stress training.
In stereotypic training, the learning task is to increase
knowledge of a particular group; learning principles
would be applied so that the trainee could quickly and
completely master it.

Deviation training is concerned

with the ability to predict when a person will and when
he will not behave in a typical fashion.

Stress training

aims to help trainees cope with changes of stereotypes
which they already have.

The changing of one's stereo

types was considered to be extremely stressful.

It is

widely assumed that extreme stress is not avoidable if
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perceptions of a group are to be changed.

Stress in

creases resistance which blocks the development of ac
curate perception.

Therefore, stress training grad

ually increases the stressful situation as trainees
develop the ability to manage it.
Idiographic sensitivity was viewed as "the ability
to use increasing exposure to and information about a
person in making increasingly accurate predictions about
him" (Smith, 1973, p. 27).

This definition is based on

the assumption that people who are equal in their obser
vational, theoretical and nomothetic sensitivity may
differ a great deal in making predictions about a person.
The development of consideration and responsibility was
advocated as an important aspect of idiographic sensi
tivity training.

According to Smith (1973), a person's

degree of consideration and responsibility toward a per
son determines how he is perceived by that person, how
sensitive he will become to that person, and how effec
tive his relationship with that person will be.

Feed

back of consideration and responsibility, the programmed
case method, and the typical case method were proposed
as methods to improve trainee's idiographic sensitivity.
Smith (1973) itemized principles of sensitivity as the
following: 1. Concentrate on sensitivity as a goal.
Analyze the goal into components.

2.

3. Specify goals for
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each component.

4. Sequence the goals.

od to the goal.

6. Measure goal achievement.

5. Fit the meth
His exten

sive proposals on sensitivity, however, do not have suf
ficient empirical back-up.

It appears that Smith's ap

proach to training of sensitivity needs extensive empir
ical research.
On the other hand, the interpersonal process recall
technique seems to be an effective technique.

The inter

personal process recall technique was effective in aiding
clients to develop the ability to identify, label, and
discuss at length and in depth the emotions and meanings
of others (Kagan, Krathwohl, & Miller, 1963; Spivack, 1972).
Ivey (1974) also paid attention to selective listening,
which can be interpreted as an ability to perceive others
accurately.

He insisted that the microcounseling para

digm should include the skills of selective listening and
that counselor trainees must be taught to attend to emo
tional comments of the client and to key facial or body
expressions.

The microcounseling approach seems to be

one of the more effective approaches to teaching the abil
ity to perceive clients accurately.

Canada and Lynch

(1975) proposed that systems techniques can be effecti
vely applied to teaching counselor listening skills.
Payne, Weiss, and Kapp (1972) examined effects of audio
modeling versus no modeling and of experiential supervision
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versus didactic supervision on empathy training.

The

results showed that the effectiveness of modeling and
didactic approaches is superior to that of no modeling
and experiential approaches in the learning of empathy.
The research also indicated that the relationship be
tween audio-modeling and didactic supervision are addi
tive and of approximately equal magnitude for the train
ing.

The experiential method was not effective in teach

ing of empathy.

They accounted for the differential ef

fect of two supervision methods:
During experiential supervision, the supervisor
modeled empathy for counselor feelings. However,
it was not obvious that the supervisor intended
to serve as a model and appreciable transfer may
be needed to move from supervisor modeling of em
pathy for counselor statements to counselor res
ponding with empathy to client statements. By
contrast, didactic supervisors gave examples of
empathic response to client statements.
Instruc
tion made it clear that the supervisor intended
to give such examples and that the counselor was
expected to follow them. (p. 428)
Payne, Winter, and Bell (1972) also investigated
effects of supervisor style on the learning of empathy.
They examined effects of technique-oriented counseling
supervision, and placebo-oriented supervision and the pre
supervision conditions of audio modeling versus no model
ing in a supervision analogue.

The results of this study

showed that modeling and technique-oriented supervision
were effective methods to improve empathic ability.
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Two training methods for teaching counselor train
ees to discriminate verbal, facial, and voice cues which
are associated with specific emotions were compared by
DiMattia and Zimmer (1972).

Results showed that pro

grammed text treatment is more effective in teaching dis
crimination of depression than the video presentation.
They explained the differential effects of programmed
text approach and videotape approach as follows:
The video presentation was a passive training de
vice that did not require subjects to interact
during the training process. The subjects simply
sat and viewed the tape, which allowed them to
ignore the cues emphasized or to focus on other
stimuli in the tape or in the room. Furthermore,
the video presentation did not provide any rein
forcements and depended on the medium itself as
a reinforcement. Therefore, unless a subject
was motivated to learn the material, he was able
to disregard the training.
On the other hand, the programmed text forced
subjects to interact with the text, which guar
anteed that subjects had to reach each frame and
actively respond. The programmed text provided
immediate feedback to the subjects’ responses.
It also provided summary frames, which helped
subjects synthesize the material presented, (p. 22)
Bullmer (1970, 1972) investigated effects of a dir
ect teaching method on improved accuracy of interpersonal
perception.

A programmed self-instructional text was the

only means for teaching the terms and concepts of inter
personal perceptual skill.

The results showed that sub

jects in a programmed text study group demonstrated sig
nificantly greater scores on an affective sensitivity
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scale than a nonprogrammed study group.

Although the

programmed study group demonstrated much greater know
ledge of the terms and concepts about the interpersonal
perceptual skills than the nonprogrammed study group,
he did not conclude that the increased amount of know
ledge was a possible determinant of the differential ef
fects of the two teaching approaches.

Instead, he thought

that factors other than mere acquisition of certain know
ledge could be involved and that the manner in which ma
terial to be learned is arranged and presented may be
influential (Bullmer, 1972).
Transfer of Knowledge in Training Interpersonal Per
ceptual Skills.

The doubt that an increased amount of

knowledge itself may not influence increased accuracy in
interpersonal perception would likely be based on negative
outcomes in investigations of the association of percep
tual accuracy with outcomes of educational efforts.

Carl-

huff, Piaget, and Pierce (1968) reported that grade point
average is not related to accuracy of perception.

Grad

uate Record Examination and Miller Analogy Test scores
were identified as not being associated with accuracy of
perception (Bergin & Solomon, 1963; Whiteley, Sprinthall,
Mosher, & Donaghy, 1967).

Francher (1967) found that

training in psychology was not effective in improving per
ceptual accuracy.

Trainees were as accurate in their
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sensitivity as the experienced clinical psychologists
in the studies by Kelley and Fiske (1951), and Soskin
(1954).

Trumbo (1955) failed to identify differences

of sensitivity scores between students who had just com
pleted introductory courses and students who had com
pleted five courses in psychology.

Professional mental

health workers including psychologists, psychiatrists,
social workers, and art therapists did not have greater
ability to predict paintings painted by schizophrenics
and by normals than students under training (Levy & U1man, 1967).
The failures in identifying an association of sen
sitivity or perceptual accuracy with professional train
ing seems to help account for professionals and nonpro
fessionals suspecting the role of knowledge as a deter
minant of perceptual accuracy.

However, studies in the

last decade have shown that interpersonal perceptual ac
curacy can be improved through direct training as shown
in the previous reviews.

If a set of professional train

ing programs or courses is viewed as a set of academic
material, success or failure in improving interpersonal
perceptual skills through teaching this set of material
would likely be interpreted as success or failure in trans
fer of the academic material to perceptual skills.

Review

of literature shows that mastery of academic materials is
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not a sufficient condition for mastery of practical skills.
None of the theorists seems to identify knowing with skil
ful doing.

Mastery of a concept and theory does not mean

the same as mastery of a skill.

Counselor trainees ac

quire some concepts and theories that facilitate trans
fer performance regardless of the characteristics of aca
demic materials.

Such facilitation does vary in amount,

and so we should be concerned with why some training con
ditions produce high positive transfer and others result
in low or no positive transfer (Broudy, 1961; JakubowskiSpector, Dustin, & George, 1971).
Gagne (1970) stated, "establishing the conditions
for transferability of what is learned can be seen to
be an educational function of considerable importance"
(p. 338).

He divided transfer into lateral transfer and

vertical transfer and suggested conditions for each type
of transfer.

Lateral transfer refers to a kind of gen

eralizing that spreads over a broad set of situations
at roughly the same level of complexity.

On the other

hand, vertical transfer refers to the effects that learn
ed capabilities at one level have on the learning of ad
ditional ones at higher levels.

In the case of lateral

transfer, the question of how much transfer occurs ap
pears to be a matter of how broadly the individual can
generalize what he has learned to a new situation.

The

•. . .
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most important conditions for lateral transfer would lik
ely be internal to an individual.

Some students are able

to relate what they have learned to a wider variety of
new situations than are others.

Individual differences

in ability of transfer are not known at present, although
we presume that both learned and innate factors are at
work.

Assuming that nothing can be done through train

ing to alter innate differences, a good deal can be done
to improve learned capabilities if these are practiced
in situations that are v/idely different from each other
and if these are practiced in connection with a wide var
iety of natural phenomena.

In the case of vertical trans

fer, the question of how much transfer occurs was viewed
as a matter of the time taken to learn a higher order
rule by an individual who has learned subordinate capa
bilities, as compared with the time to learn by one who
has not.

The primary condition for vertical transfer

is mastery of the subordinate capabilities.

Before cal

ling on vertical transfer to aid learning of advanced
capabilities, we need to insure that relevant subordin
ate capabilities have been thoroughly learned.

The var

iety of previous knowledge, which an individual has ac
quired, plays an important role in vertical transfer.
It was hypothesized that vertical transfer occurs more
easily in an individual who knows a lot of relevant
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subordinate knowledge than in an individual who knows
little (Gagne, 1970).
Klausmeier and Ripple (1971) reviewed literature
related to transfer of learning and inferred from the
studies reviewed that transfer of an acquired outcome
to a new situation can occur only if the outcome has been
retained and that motivation and learning is the key for
transfer.

For facilitating transfer, a trainer must (1)

foster intent to learn well and remember, (2) make the
initial learning meaningful, (3) provide for satisfying
consequences of correct responses, (4) emphasize general
concepts and abilities, (5) provide for application, and
(6) provide for sequential, cumulative learning (p. 617).
Jakubowski-Spector, Dustin, and George (1971) de
fined a counselor educator as a facilitator of transfer
of learning.

They objected to the way current counselor

educators deal with the transfer of learning in counsel
or education programs:
Because it: (a) assumes that transfer will auto
matically occur; (b) inadvertently promotes the
teaching of fragmented, remotely related chunks
of academic-intellectual material; (c) does not
contain any procedures for systematically train
ing counseling students with provisions for in
dividual differences among students, (pp. 242-243)
An important activity of counselor educators must
be a systematical planning for transfer effects from class
to counseling situations.

In planning effective training
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programs which facilitate transfer of learning, coun
selor educators must decide on targets for transfer
training in terms of thinking, feeling, acting behav
iors and kinds of learning situations to approximate the
real situations with which counseling students will deal
after graduation.
Jakubowski-Spector, Dustin, and George (1971) pro
posed a series of graduated steps in which counselor ed
ucators could facilitate transfer effects in training em
pathic understanding.

First, the concept of empathic un

derstanding is presented which may act as an advanced or
ganizer or ideational framework.

On the advanced organ

izer, students can build more specific ideas and exper
iences.

Second, counseling students view a video-taped

counseling interview to which they are instructed to res
pond empathically, as if they were the counselor.

The

counselor educator provides feedback on the accurate em
pathic responses and a model of more accurate empathic
response.

Third, counseling students role-play a coun

seling interview each other, alternately playing the
counselor and client roles.

Fourth, counseling students

conduct interviews with a coached client and are provided
with feedback on the counselors’ empathic response to him.
Fifth, counseling students conduct interviews with real
clients and the educator provides feedback after each

R eprod u ced w ith perm issio n o f the co pyrigh t ow ner. F u rthe r rep rod u ction prohib ite d w ith o u t p erm ission.

41

session.

Sixth, after graduation the educator plans

frequent one-day conferences for counseling students
for in-service training and feedback.
Although counselor educators have tried to facil
itate transfer of learning, they appear to have paid in
sufficient attention to the diverse characteristics of
information related to interpersonal perceptual skills.
Jamison, Lhamon, and Suppes (1969) stated, after review
ing the literature, that few studies are concerned with
the theoretical relationship between concepts in learn
ing theory and a structure of information or knowledge.
Whereas knowledge itself has been often identified with
education, little attention has been paid to character
istics of knowledge both by theorists and practioners.
Broudy (1961) raised the question whether there is only
one or more than one type of knowledge in the context
of school education.

He asserted that there are three

kinds of knowledge to be mastered.

First, there is ex

istential knowledge which refers to statements of fact.
The existential knowledge provides us with examples of
knowing that something or other is or was the case.
Second, classificatory knowledge refers to statements
classifying things into kinds, or indicating the proper
ties of certain types of things.

Definitions and term

inology are examples of classificatory knowledge.

This
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type of knowledge helps us categorize our experiences.
Third, there is theoretical or explanatory knowledge
which refers to some kind of reasoning.

This kind of

knowledge provides us with rationale that one way of
looking at experiences is more sensible, more logical,
or more trustworthy than another.

It is the most com

prehensive of the three kinds of knowledge.
While Cronbach (1962) proposed another classifi
cation of knowledge, he stated, "there are several kinds
of knowledge, each with its own significance for future
behavior" (p. 58).

There is preverbal knowledge that

comes from first-hand experience.

Verbal knowledge comes

from experiences put into words by a learner in verbal
form.

Preverbal knowledge grows out of direct experiences

with objects.

Verbal knowledge is a code that helps us

communicate after concepts are connected to reality
through preverbal learning.

Verbal knowledge, therefore,

does not affect behavior unless the verbal symbols re
late to preverbal knowledge.
According to Cronbach (1962), verbal knowledge is
classified under four headings: descriptions, prescrip
tions, principles, and systematized knowledge.

Descrip

tive knowledge refers to what a single event or object
is like, attempting to communicate impressions an indi
vidual might form for himself if he were to observe it.
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Descriptive information can affect responses to the sit
uation described.

The most important function of des

criptive information
tive knowledge

is transfer: one bit of descrip

gives insight into other situations.

Case

studies usually contain descriptive information which can
be more easily transfered to similar cases than theoreti
cal information.

Prescriptive knowledge means exactly

what to do to achieve a specific goal.

Prescriptions

are useful for repetitive, stereotyped situations when
there are particularly correct responses to those situa
tions.

The third type of knowledge is a principle or

broad generalization.

A principle is a statement con

necting two or more concepts.

The simplest principles

are a little more complex than descriptions or prescrip
tions.

A principle gives information about many differ

ent situations and can be applied differently as one's
purpose changes.

Systemized knowledge is the outcome

of extended scholarly investigation and can be defined
as a system in

which each concept relates to many others

and principles

from a network.

A discipline is a logi

cally ordered body of systematized knowledge.

Systema

tic understanding is valuable because it adds meaning
to each subordinate principle.
Cronbach (1962) stated that descriptions and pre
scriptions have limited transfer value, but principles
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and systematized knowledge have potential for wide
transfer.

However, it does not necessarily mean that

principles or systematized knowledge can be transfer
red easily.

It seems that a dilemma exists between the

wide transfer and the narrow transfer.

Cronbach and

Gleser (1965) implied that descriptions and prescrip
tions usually have a narrower band of information than
principles and disciplines.

While the danger of a nar

row band of information is its operation into a mis
leading conclusion, the danger of a wide band of in
formation is its application to inappropriate situa
tions.

When an educational goal is to train preverbal

skills, the goal can hardly be achieved without des
criptive knowledge, which has a very narrow band of in
formation, because descriptive knowledge functions to
bridge verbal knowledge with preverbal knowledge (Broudy,
1961; Cronbach, 1962; Cronbach & Gleser, 1965).
General semanticists suggest that abstract language
such as abstract theoretical knowledge must have behav
ioral correlates to be meaningful (Hayakawa, 1943; John
son, 1946).

In training interpersonal perceptual skill,

descriptions of verbal communication in counseling in
teraction may be considered behavioral correlates of
abstract principles and disciplines.

The behavioral

correlates of interpersonal perception appear to be found
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in descriptive case studies in counseling and psycho
therapy.

A great deal of work has been completed in

counseling and psychotherapy that relates to interper
sonal perception, but little attempt has been made to
discover the behavioral correlates of accurate inter
personal perception.

Lack of descriptive knowledge of

these behavioral correlates would likely contribute to
an unsatisfactory transfer effect on interpersonal per
ceptual skill.
Studies on transfer of principles would be valuable
to understand the role of descriptions and principles in
training interpersonal perceptual skills.

Kendler (1964)

found that verbal mediating processes are important in
transfer of what has been learned to the solution of a
novel problem.

In a complex learning situation, the cru

cial factor is the internal verbalization that takes
place in learning processes.

Stones and Heslop (1968)

found that children most likely to use transfer in the
solving of problems were the ones who were able to ver
balize them.

This study hints that a person who is able

to solve a block problem at an intuitive level may not
be able to transfer the learning to other situations.
Travers (1972) stated, "the presence or absence of ver
bal mediating responses is of great importance.

The

role of verbal processes becomes even more central in
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the learning of rules and principles" (p. 174).

Ellis

(1972) also stated that verbalization, feedback, and
active participation are necessary during the early stag
es of skill learning.
What seems most apparent from this review of cur
rent studies, researches, and practices on training in
terpersonal perceptual skills and the role of descrip
tive knowledge in such training is that the role of des
criptive information in relation to improved accuracy
in interpersonal perception through direct teaching has
not been identified.
Purpose of the Study
The aim of this study is to identify the function
of descriptive information in interpersonal skills.

Bas

ed on the previous studies that have shown successful
training of accurate interpersonal perception, the pre
sent study purports to substantiate an effect of descrip
tive knowledge on accuracy in interpersonal perception.
The study is concerned with types of knowledge and
their role in learning and transfer.

Emphasis in aca

demic training appears to be laid on principles, theo
ries, and systematized knowledge.

Insufficient atten

tion seems to be given to descriptions or descriptive
knowledge, although it has tremendous value for teach
ing other counseling and psychotherapeutic skills.
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Principles and theories are valuable to the process of
solving practical problems, but information is needed
to bridge the abstract principles and theories to prac
tical situations.

Descriptive information has the val

ue of helping the transfer of principles and systemati
zed knowledge to their practical application in the coun
seling situation.
Descriptions have an important function in transfer
of verbal knowledge to preverbal knowledge.

This means

that descriptive knowledge about interpersonal percep
tion would function as an important variable in the trans
fer of learned verbal knowledge to practical skills in
the counseling situation.

Abstract principles or theo

ries would hardly transfer to practical skills if a
learner did not have knowledge of concrete descriptions
of those concepts and of relationships between concepts.
Hence, it appears that theoretical knowledge with des
criptive information will be more easily transferred to
practical situations than knowledge of theories without
descriptive and detailed information.
The purpose of the study is to investigate the ef
fect of teaching theories with descriptive information
on improvement of interpersonal perception.
Research Problem
When we accept the theorists' proposition that the
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function of descriptive knowledge is to transfer verbal
knowledge to preverbal knowledge, we can make an infer
ence based on this proposition.

The inference is: teach

ing principles and systematized knowledge without rele
vant descriptive knowledge is not as effective as teach
ing with descriptive knowledge, if the teaching aims to
improve practical skills.

When a self-instructional

programmed text is used for improving individuals' abil
ity to perceive the meanings and feelings of other indi
viduals, the program will be more effective when it is
augmented with relevant descriptive knowledge than when
it provides theoretical knowledge alone.

From this logi

cal inference, the following general hypothesis has been
developed.
It is hypothesized that providing trainees with both
theoretical and descriptive information on interpersonal
perception will be more effective in improving the accur
acy of their interpersonal perceptual skills than providing them
with theoretical information without descriptive informa
tion.
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CHAPTER II
Method
Instructional Material
A student's acquisition of information can possibly
be achieved through many different kinds of instruction
al strategies.

It seems obvious that the student can

learn explicit and manifest information through a di
dactic approach.

One of the most satisfactory methods

within the didactic approach would be programmed instruc
tion.

Although programmed instruction could be in audi

tory or visual form, or audio-visual form, a programmed
textbook appears to be one of the most satisfactory
methods in the education of counselors and other pro
fessionals in human service areas (Bullmer, 1970; DiMattia & Zimmer, 1972).
A major consideration in this study is the types
of information presented —
criptive.

either theoretical or des

In the present study, theoretical information

refers to definitions, explanations, prescriptions, prin
ciples and systematized knowledge.

On the other hand,

descriptive information refers to statements of behav
ioral or factual referents, and existential knowledge.
A combination of the two types of information seems to
be included in most of the textbooks used for counselor
education.

For the purpose of this study, a textbook
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is needed which contains both types of knowledge about
interpersonal perception, and in which segments of one
type of information are mutually exclusive from seg
ments of another type of information.

It is also im

portant that, as a result of mastering the information
presented in the text, trainees can attain their objec
tives, which is in the broad sense the improvement of
interpersonal perceptual skills.
Fortunately, there is a programmed textbook which
has been repeatedly used in the training of counselors
for the purpose of improving accuracy of interpersonal
perception.

Bullmer (1975a) has developed a linear pro

grammed textbook.

It has been found that trainees who

achieve meaningful learning of the information given in
the text improve their scores on a test of interpersonal
perception to a significant degree.

Bullmer’s The Art

of Empathy: A Manual for Improving Accuracy of Interper
sonal Perception is the text which has been repeatedly
validated and studied by Bullmer himself (1970, 1972,
1975a, 1975b).

Subject matter of the instructional pro

gram is as follows:
Unit I.

Interpersonal Perception.

The basic con

cepts of perception and interpersonal perception are pre
sented.

It describes how a person's implicit theory may

influence his or her interpersonal perception and how
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trainees can benefit from self-analysis by being aware
of the use of implicit personality theory.
Unit II.
ception.

Sources of Error in Interpersonal Per

Sources of error, e.g., past experiences, think

ing processes, and use of implicit personality theory,
are identified.

Also, the learner is encouraged to apply

a self-analysis procedure to attain an awareness of his
own sources of error.
Unit III.

Identifying Emotions.

vided into three sections.

This unit is di

The first section concerns

the meanings of human needs, desires, motives, and emo
tions.

It also explains the relationship among these

concepts.

The second section clarifies and delineates

the specific emotions and possible stimulus situations
leading to those emotions.

In section three, the learn

er is given examples of possible verbal statements which
can represent specific emotions.
Unit IV.

Identifying Hidden Meaning.

This unit

is concerned with anxiety and defense mechanisms.

In

the first section, anxiety and use of defense mechanisms
are explained in detail.

In the remaining sections,

specific defense mechanisms are defined and examples of
verbal statements of those defense mechanisms are pre
sented.
Unit V.

The Perceptual Approach to Understanding
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Others.

This unit is divided into two sections.

In the

first section, the perceptual approach to understanding
is explained.

In the second section, examples of ver

bal statements are given.
Unit VI.

Summary.

In the first section, a review

of previous units and the meaning and significance of
the integrated understanding of the material is present
ed.

The second section gives additional examples of

verbal statements related to hidden meanings.
The subject matter of the programmed text was re
viewed and each section of all six units was analyzed.
Bullmer and the investigator of this study conducted a
content analysis of the text.

The criterion for content

analysis was the types of knowledge, i.e. theoretical
and descriptive knowledge.

The results of the content

analysis are presented on Table 1 (p. 53).
Table 1 shows that the content of the text was anal
yzed and categorized into two types of knowledge.

The

units of content analysis were the sections in the text.
The results of this content analysis reveal that The Art
of Empathy can be divided into two parts which contain
theoretical information about interpersonal perception,
with and without descriptive information.
Two kinds of instructional materials were then de
veloped.

The Art of Empathy is a text which includes
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Table 1
Results of Content Analysis of The Art of Empathy

?ypes of Knowledge
Contents^.

Unit

I.

Unit

II.

Theoretical

Descriptive

Knowledge

Knowledge

*
*

Unit III. Section 1.

*

Section 2.

*
*

Section 3.
Unit

IV. Section 1.

*
*

Section 2.

Unit

Section 3.

*

Section 4.

*

Section 5.

*

Section 6.

*

V. Section 1.

*
♦

Section 2.
Unit

VI. Section 1.
Section 2.

Note

*
*

The symbol (*) in Table 1 refers to the types of
knowledge contained in each section of the six units.
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theoretical information with descriptive information,
and was used as one form of learning material.

To make

an instructional presentation, which included theoreti
cal information without descriptive information, the re
searcher of the present study excluded all sections of
descriptive information in The Art of Empathy.

Instead

of the descriptive information, newly written sections
were included.

These new sections were merely prosed

statements of the programmed theoretical information al
ready in the relevant units.

This addition of review

sections was based on a consideration of time needed for
mastery of the text.

Time needed for learning the two

different types of instructional material was equalized
for the purpose of this study.

The content of the in

structional material which includes theoretical infor
mation without descriptive information is as follows:
Unit

I. Interpersonal Perception
Proficiency Test for Unit I

Unit

II. Sources of Errors in Interpersonal Perception
Proficiency Test for Unit II

Unit III. Identifying Emotions
Section 1. Needs, Desires, Motives and Emotions
Section 2. Description of Specific Emotions
Section 3. Review
Proficiency Test for Unit III
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Unit IV. Identifying Hidden Meaning
Section 1. The Use of Defense Mechanisms
Section 2. Review
Proficiency Test for Unit IV
Unit

V. The Perceptual Approach to Understanding Others
Section 1. Listening with Understanding
Section 2. Review
Proficiency Test for Unit V

Unit V I . Summary
Section 1. Summary
Section 2. Review
The only distinction between the two different sets of
self-instructional materials was concerned with those
sections containing descriptive information.
Sub.jects
The Art of Empathy has been written for beginning
trainees in fields of human services in which interper
sonal perceptual skills are crucial.

The two types of

self-instructional material for this study are appro
priate learning materials for beginning students in coun
seling, clinical psychology, social work and other human
service fields.
The subjects chosen for this study were counseling
students enrolled in the C-P 617 Introduction to Theories
of Counseling at Western Michigan University for the fall
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of 1975.

Generally these students could be described

as beginning graduate students enrolled in a program of
study leading to a Master's degree in counseling.

There

were three different sections of this course and the sub
jects of this study consisted of students enrolled in two
sections of the course.

In one section there were twenty-

nine students enrolled.

In the other section twenty-seven

students were enrolled.
The number of subjects who completed all phases of
this study and also satisfied necessary conditions for
this study was fourteen in the first section of the course
for which theoretical information was provided with des
criptive information, and eleven in the second section of
the course for which theoretical information was given
without descriptive information.

Subjects who did not

master at least ninety percent of the learning materials
were excluded from final analysis of the data.

Because

retention of information is critical in transfer of ver
bal information to practical skills, the ninety percent
cut-off line was applied to this study (Gagne, 1970;
Klausmeier & Ripple, 1971; Travers, 1972).

Also, The

Art of Empathy was required in other classes and was on
sale at a university book store.

Therefore, some of the

subjects in the group receiving theoretical information
without descriptive information were possibly contaminated
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by exposure to the unabridged copy of the text.

Those

subjects, being treated without descriptive information,
who had the possibility of being contaminated by des
criptive information were identified by the instructor
and excluded from.the final analysis of the data.
Measuring Instruments
For the purpose of this study, tools which can mea
sure mastery of theoretical and descriptive information
about interpersonal perception and accuracy of interper
sonal perception were needed.

To measure the mastery

level of information, The Test of Knowledge of Interper
sonal Perceptual Skills was developed.

The Affective

Sensitivity Scale was used to measure the accuracy in
interpersonal perception.
The Test of Knowledge of Interpersonal Perceptual
Skills (TOKOIPS) consisted of sixty items which were bas
ed on the items in The Art of Empathy.

The first thirty

items consisted of a subtest of theoretical knowledge
in the text and the last thirty items formed a subtest
of descriptive knowledge in the text.

Therefore, the

first thirty items were to measure learning of defini
tions, explanations, and principles, while the last
thirty items were to assess learning of verbalized des
criptions of emotions and hidden meanings.

Each item

was thoroughly validated through studies done by Bullmer
(1970).
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An odd-even split half reliability was obtained by
the investigator in the present study.

The rank-order

correlation based on data about twenty-four subjects for
the pilot study done by the investigator for the present
study was r=.88.

In this study, the level of mastery of

information about interpersonal perceptual skills was op
erationally defined in terms of subjects' scores on The
Test of Knowledge of Interpersonal Perceptual Skills.
(See Appendix B, pp. 103-113).
The Affective Sensitivity Scale (ASS) is a recent
and promosing approach to measurement of accuracy in in
terpersonal perception.

This scale has been devised to

assess the ability to detect and describe the immediate
affective state of other individuals.

This scale con

sisted of sixty-six forced choice items.

Subjects view

a series of videotaped excerpts from actual counseling
interviews and are then asked to respond by selecting
one of the three possible responses.
The range of reliability correlation was from r=.53
to r=.81 (Avery, 1973).

This scale has been found to be

responsive to experiences designed to increase interper
sonal perceptual skills (Bullmer, 1970, 1972).

In this

study, the scale was used to assess the subjects' per
ception of emotions and hidden meanings of other indivi
duals.

Accuracy in interpersonal perception was operatibnally
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defined as subjects' scores on the scale.

(See Appendix

C, .pp. 114-137).
Research Design
The groups for this study were intact classes.

Ac

cording to Campbell and Stanley (1963) and Lindquist (1953),
randomization is achieved when intact classes are assigned
to treatment.

Therefore, the conditions for random assign

ment of subjects were met in this study.

Students did not

have a choice whether they would take the course or not.
Instructors for the classes, methods of instruction, and
subject matter for the course were not known to students
prior to their registration.

Generally, students took the

class based on what was open and convenient to them.
The research design employed in this study was a
posttest only two-group design.
ceived treatment.

Both of the groups re

One group received a treatment consis

ting of instructional materials which contained theoreti
cal information without descriptive information, while
the other group was treated with instructional materials
which included theoretical information with descriptive
information.

The Test of Knowledge of Interpersonal Per

ceptual Skills (TOKOIPS) and The Affective Sensitivity
Scale (ASS) were used as measuring instruments for the
posttest.

The research design for this study can, there

fore, be summarized as shown in Table 2 (p. 60).
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Table 2
The Posttest-Only Two-Group Design

Pretest
Group 1

None

Group 2

Note.

None

Treatment

Posttest

X
1

T

X
2

T

1

& T
2

1

8s T
2

T : The Test of Knowledge of Interpersonal Percep1
tual skills
T : The Affective Sensitivity Scale
2
X : Treatment of theoretical information without
1
descriptive information
X : Treatment of theoretical information with

2
descriptive information
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A posttest only two group design would be a varia
tion of the randomized control group posttest only design
(Van Dalen & Meyer, 1966; Campbell & Stanley, 1966).

This

research design has controls over various sources of in
ternal invalidity, i.e. , contemporary history, maturation
processes, pretesting procedures, differential selection
of subjects, and interaction of selection and maturation
and so on.

This design also controls for such sources of

external invalidity as interaction of pretesting or selec
tion and treatment.

This design is particularly useful

when a pretest is inconvenient and/or takes a long time.
Statistical Analysis
In the groups for this study, n

and n

were not
2
Welch (1937), Gronow (1951), and Edwards (1972)
1

equal.

suggested statistical methods for testing the significance
of difference between two means when the numbers of sub
jects are unequal.

In order to avoid the effects of vio

lation of the homogeneous variances assumption, it was
determined that obtained t^ will be corrected to obtain
its critical value in terms of t_1.

This procedure is

suggested by Edwards (1972, pp. 99-100).

While a t/ test

will be applied to test the statistical null hypothesis,
other data will be analyzed to depict characteristics
of the two groups.

Means and standard deviations will

be calculated for the analysis of the data.

The significance
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level for rejection of the null hypotheses will be p=.05.
Procedure
In this study, the role of instructors was consid
ered to be very important, because experimental proce
dures in the classrooms were carried out by the instruc
tors.

Prior to their participation, the instructors who

were teaching C-P 617 Introduction to Theories of Counsel
ing were asked to cooperate with the doctoral dissertation
research project.

They were informed that the research

project would take approximately two class hours for dis
tributing self instructional materials and for administer
ing The Affective Sensitivity Scale and The Test of Know
ledge of Interpersonal Perceptual Skills.

Instructors were

also informed that students would need at least six hours
to master the self instructional materials.
Subjects were not informed that their assignment
of reading the text and of taking a test was a research
project.

Instead, they were asked to master the learning

material for their own benefit in improving their know
ledge about interpersonal perception.

They were also

informed that the test would be administered to measure
the mastery level of learning and that the scores to be
obtained would be part of their evaluation of course per
formance.

The instructors also motivated students to

master the text by emphasizing the importance of inter
personal perception in counseling and psychotherapy.

R eprod u ced w ith perm issio n o f the co pyrigh t ow ner. F u rthe r rep rod u ction prohib ite d w ith o u t p erm ission.

Students were informed of the testing date two weeks be
fore the test.
The two measuring instruments were administered on
separate dates for convenience of class management and
for effective administration.

Scores obtained by the

subjects were checked by the researcher, by a teaching
assistant and also by a faculty member at the Department
of Counseling and Personnel.

The scores obtained were

treated by statistical inference to test the following
hypothesis.
Hypothesis
The general hypothesis to be investigated in this
study is formulated into the following syllogism from
the review of literature.
Descriptive information functions to facilitate
transfer of theoretical information to preverbal skills.
Also, descriptive information about interpersonal per
ception functions to facilitate transfer of theoretical
information concerning interpersonal perception into
practical skills of interpersonal perception.

There

fore, if students are provided with theoretical infor
mation about interpersonal perception and descriptive
information, their learning of theoretical information
will be more effectively transferred to actual interper
sonal perceptual skills than will be students' learning
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of theoretical information without relevant descriptive
information.

This general scientific hypothesis will be

checked through testing a statistical null hypothesis.
The null hypothesis is: There will be no difference
between the group treated with the text which contains
theoretical information with descriptive information and
the group treated with the text which contains theoretical
information without descriptive information as measured by
the posttreatment scores on the Affective Sensitivity Scale.
Limitations of the Study
This study appears to be limited, to some degree,
in its generalization to other populations and other set
tings.

The most desirable sample for this study would be

randomly selected samples based on all beginning trainees
in counseling, clinical psychology, social work, and other
human service areas in which improved interpersonal per
ceptual skills would be an important objective of pro
fessional training.

Although the subjects for this study

were assumed to be randomly assigned, they were all train
ees in counseling.

Also, assignment of two different con

ditions to the already existing groups appeared to limit
an assumption of theoretically pure random sampling.
The other limitation of this study was related to
the difference of mimeographed materials and printed ma
terials.

The theoretical information without descriptive

.
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information was mimeographed while theoretical informa
tion with descriptive information was presented in the
printed book, The Art of Empathy.

Although the effect

of distinctions in types of printing is not evident in
its relation to learning, the difference in types of print
ing might be one of the limitations of this study.
Although there would appear to be the above mentioned
limitations in this study, the results of this study could
be generalizable to other subjects and learning tasks
which have similar characteristics to those in this study.
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CHAPTER III
Results
The present study investigated two types of information
as a determinant of transfer of learning of theoretical in
formation into practical skills of interpersonal perception.
Descriptive information was hypothetically viewed as a
transfer facilitator which connects theoretical information
to interpersonal perceptual skills.

The effect of teaching

theoretical information with and without descriptive infor
mation on improved accuracy in interpersonal perception was
assessed in this study.
Homogenity of variances of posttreated scores in the
first two groups was tested first by obtaining F values.
These obtained F values were 1.56 (N.S.) for the theoreti
cal information, 9.33 (p<.05) for the descriptive informa
tion, and 1.06 (N.S.) for the Affective Sensitivity Scale
scores.

This implies that a t ' test must be applied to test

the significance of mean difference of the descriptive in
formation between the two groups.

Table 3 (p. 67) presents

results of this t test on theoretical information in the
two groups.

Table 4 (p. 68) presents the results of the t*

test on descriptive information in the two groups.
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Table 3
Means of Theoretical Information Measured by the TOKOIPS
in the Groups

Group 1

Group 2

Without Descriptive

With Descriptive

Information

Information

X =29.45
1

X =29.57
2

SD =.78
1

SD =.62
2

n =11
1

n =14
2

* One tail t of .399

t value

.399*

p=.347
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Table 4
Means of Descriptive Information Measured by the TOKOIPS
in the Groups

Group 1

Group 2

Without Descriptive

With Descriptive

Information

Information

X =25.00
1

X =28.07
2

SD =2.83
1

SD =.93
2

n =11
1

n =14
2

* One tail t of 3.67
One tail t/ of 2.28

t value

3.67*

p=.001
p=.001

......
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Table 5
The t Test of Posttreated ASS Scores for the Group With
and Without Descriptive Information

Group 1

Group 2

Without

With

Descriptive

Descriptive

Information

Information

X =37.00
1

X =40.36
2

SD =5.56
1

SD =5.41
2

n =11
1

n =14
2

* One tail t of 1.46

t value

1.46*

p = .0 79

Table 5 (p. 69) presents the results of final statistical analysis for testing the hypothesis.

The hypothesis

was: when measured by the ASS, there will be no difference
between the group treated with theoretical information plus
descriptive information and the group treated with theore
tical information without descriptive information.

The re

sults indicate that the obtained t^ value is not sufficient
to reject the null hypothesis.
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CHAPTER IV
Discussion
The foregoing data indicates that improvement of
accuracy of interpersonal perception appeared to occur
through the treatment of theoretical information with
descriptive information and that this improvement would
be greater than treatment without descriptive information.
The difference between the two groups however was not
satisfactory to meet a statistical significance to prove
that the treatment with descriptive information was more
effective to improve accuracy of interpersonal perception
than the treatment without descriptive information.
This would, therefore, indicate that it is not con
clusive whether teaching theoretical information with
descriptive information is more effective in improving
the interpersonal perceptual skills than teaching without
descriptive information.
It seems that many variables contributed to the in
conclusive data in this study.

First, descriptive infor

mation in the text seems to contribute a great deal of
the transfer of theoretical information learning into
interpersonal perceptual skills.

This descriptive in

formation in the text would possibly bring about greater
improvement among subjects treated with descriptive in
formation, although it was not statistically significant.
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Second, based on the pilot study, it appeared that
subjects of both groups have a significant amount of des
criptive knowledge about interpersonal perceptual skills
before they were treated with the texts.

The pilot study

showed that subjects in that study had already achieved
approximately fifty percent of correct information con
cerning descriptions of concepts and principles related
with interpersonal perceptual skills.

This would indi

cate that subjects in this major study had an already sig
nificant amount of descriptive information about the in
terpersonal perceptual skills before they learned about
the theories of interpersonal perception in the texts.
This descriptive knowledge acquired prior to the treat
ment would play a big role in acquisition of new theor
etical information and would appear to facilitate trans
fer of learned theoretical information to perceptual
skills.

This descriptive information acquired prior to

treatment would possibly lessen the effect of descriptive
information in the text on facilitating transfer of newly
acquired theoretical knowledge into perceptual skills.
Third, review sections in the text would contribute
to the improvement of knowledge and the perceptual skills
among subjects treated with theoretical information with
out descriptive information.

Repetition has been known

to function positively in mastery of knowledge and of
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skills.

Among subjects who were treated without des

criptive information, the review sections would most
likely contribute to mastery of theoretical information
and improvement of perceptual skills to a certain degree.
While the above three variables would most likely
contribute to the failure of reaching a statistical sig
nificance level of mean difference between the two groups,
the study seems to suggest that the very characteristics
of theoretical information in the texts should be recon
sidered.
Theoretical information in The Art of Empathy is
written in an explicit, concrete and simple manner in
the explanation of terms, concepts, and principles.

It

could be said that the level of abstraction of this theor
etical is low, and is close to behavioral referents in
factual realities.

Consequently, the theoretical infor

mation appeared to be relatively easy to master.

This

low level of abstraction would function to bridge theor
etical information to descriptive information without
much difficulty.

Subjects who were treated only with

theoretical information were able, therefore, to gain
more than eighty percent of the correct responses on the
descriptive information in the TOKOIPS.
The level of abstraction of the theoretical infor
mation in the texts would appear to be associated with
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the potentiality of transfer of theoretical information
in the texts.

The less abstract and complex the informa

tion is, it is speculated, the less difficult the infor
mation is to master.

Also, the more abstract the infor

mation is, it was conjectured, the more difficult it is
to transfer to practical skill.

The concrete, simple,

and less abstract information in the texts would appear
to be easily transferred to descriptive information and
finally to interpersonal perceptual skills.
The above speculation on the level of abstraction
seems to be related to other concepts in learning trans
fer theories.

Similarity and difficulty appeared to be

related with level of abstraction.

Less abstract infor

mation seems to be more closely related with behavioral
referents in realities.

This closeness most often implies

the concept of similarity in learning theories.

The less

abstract theoretical information is, therefore, the more
readily the information can be transferred to practical
skills.

The abstraction level of information is involved

with a number of interlacing concepts and constructs.
Although the most abstract concept is not necessarily
difficult to master, most of the abstract concepts seem
to be associated with learning difficulty to some degree.
It has been often supported that difficulty and similarity
are important in transfer of learning and that more
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successful transfer can be achieved in less difficult
and more similar learning tasks than in more difficult
and less similar tasks (Bilodeau & Bilodeau, 1969).
While difficulty and similarity have been paid much
attention in the research on transfer of learning, the
concept of bandwidth of information has not attracted
as much attention.

Abstract information seems to have,

in most cases, a wide band of information.

Information

with a wide band has more information but less clarity
and dependability than information with a narrow band.
Therefore, it appears that narrow band information has
higher fidelity and dependability in its application than
wide band information.

When compared with concrete in

formation, abstract information appears to have more pos
sibility of random errors in its application to practi
cal situations than concrete information.

Thus, highly

abstract information appears to be more difficult in its
transfer to practical skills than less abstract informa
tion because it has more chance of random error, lower
fidelity and lower dependability (Cronbach & Gleser, 1965).
It could be said that the theoretical information
in the texts used for this study holds much possibility
of being transferred to the perceptual skills because
it is written in concrete and narrowband information,
which is easy to understand.

This quality of the
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theoretical information in the texts for both treatment
groups appeared to contribute to some degree of improve
ment in descriptive knowledge and the interpersonal per
ceptual skills.
Therefore, the concepts of abstraction level, simi
larity, difficulty, and bandwidth of information should
be seriously considered in a counselor education program
which aims to facilitate the transfer of theoretical in
formation to practical skills.

In the diversity and var

iety of training methods, as reviewed in Chapter I, there
are common characteristics which could be summarized:
concreteness, explicitness, and application of theoreti
cal information to practical situations, whether these
are simulated situations or real ones.
The above discussion of results implies that con
creteness, explicitness and application of theoretical
information is important for training of interpersonal
perceptual skills.

It also implies that descriptive in

formation facilitates the transfer of theoretical infor
mation into practical skills even though the theoretical
information may be so concrete and extensive that theor
etical information is in itself readily transferable to
descriptive information and to practical skills of inter
personal perception.
When an educational activity for counselors attempts
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to improve interpersonal perceptual skills, teaching
highly abstract theories would most likely be futile if
concrete and extensive explanations and descriptive in
formation of behavioral referents are not provided.

Much

suspicion has been raised as to teaching theories about
interpersonal perception and its inefficiency in improv
ing interpersonal perceptual skills.

This traditional

suspicion seems to result from traditional methods of
theory education, and which

has made

consideration about

descriptive information on behavioral referents and little
effort to bridge theories to skills of interpersonal per
ception.
Further research is suggested to substantiate whether
the abstraction level of theoretical information is asso
ciated with the degree of transfer of theoretical informa
tion into practical perceptual skills.

Thus it can be

said that the result of this study is suggestive rather
than decisive.
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CHAPTER V
Summary
Developing trainees’ ability to accurately perceive,
or understand, feelings and meanings of clients has been
an important goal for educators of counselors and psycho
therapists.

Although this educational goal is most dif

ficult for a counselor educator to achieve, several train
ing procedures and methods have been developed to amelior
ate trainees’ ability to understand and communicate empathically with clients.

Knowledge about interpersonal

perception and communication has been generally assumed
to be associated with practical skills of interpersonal
perception and communication.

In counselor education, the

importance of knowledge has not been seriously rejected,
but it has not been clearly understood how different types
of knowledge are associated with the transfer of knowledge
into practical skills.
While this study has focused on counselor trainees'
ability to perceive feelings and meanings of other indi
viduals, the study pruported to investigate types of know
ledge as a determinant of transfer of knowledge about in
terpersonal perception into interpersonal perceptual skills.
Theorists have asserted that descriptive and existential
knowledge function to facilitate learning transfer of ver
bal knowledge into preverbal skills.
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Based on this assumption, the following statement
was derived: In the learning of interpersonal perceptual
skills, transfer of theoretical knowledge to interpersonal
perceptual skills will be achieved through providing des
criptive information.

If trainees are provided with both

theoretical and descriptive information about interpersonal
perception, their learning of perception will be more read
ily transferred to perceptual skill than if they are provid
ed with theoretical information without descriptive infor
mation.

This general assumption was checked through test

ing the statistical null hypothesis:

There will be no

difference of improved accuracy in interpersonal percep
tion between the group treated with theoretical informa
tion and descriptive information and the group treated with
theoretical information without descriptive information.
The instructional material used for the study was
Bullmer's The Art of Empathy.

Content analysis was done

to classify each section of the book into theoretical or
descriptive knowledge categories.

Sections which contain

ed theoretical information were involved with explanations
of theoretical concepts, relationships among concepts,
and principles.

The sections of descriptive information

included examples of verbal expressions of feelings and
meanings.
ception.

All information was about interpersonal per
Based on this classification of information, two
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types of instructional material were prepared for this
study.

One type presented both theoretical and descrip

tive information; the other type excluded the descriptive
information and replaced it with review sections on the
theoretical information already presented in the relevant
units.
Subjects for the study were counseling trainees who
were taking C-P 617 Introduction to Theories of Counseling
offered by the Department of Counseling and Personnel,
Western Michigan University.

This course is a required

course which must be taken prior to enrollment of the
counseling practicum, which leads to the degree of Master
of Arts.

The number of subjects in the final analysis of

the data was fourteen for the group treated with both
theoretical and descriptive information and eleven for
the group treated with theoretical information without
descriptive information.
The measuring instruments for the study were The
Affective Sensitivity Scale and The Test of Knowledge of
Interpersonal Perceptual Skills.

The research design

employed for the study was the posttest only two group
design which can control various sources of internal and
external invalidity.
The obtained data were analyzed to acquire descrip
tive statistical information and to test the null hypothesis.
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The result of testing the null hypothesis showed that
the improved scores on the Affective

Sensitivity Scale

for subjects treated with descriptive information was not
significantly greater than the scores of subjects treated
without descriptive information.

The interpretation of

this result is that there is no difference between the
accuracy of interpersonal perception for the two groups.
Many variables seemed to be possibly associated with
the failure of reaching a statistically significant level
of mean differences on the improved perceptual skills
between the two groups.

The possible contribution of

theoretical information sections, review sections, and
descriptive information sections were discussed.

Also,

the possible effect of descriptive information acquired
by the subjects before the treatment was discussed.
Among the many possible variables, it was tentativ
ely hypothesized that concreteness, explicitness, and
simplicity of information would be associated with trans
fer of verbal information to preverbal skills and to in
terpersonal perceptual skills.

The investigator of this

study suggests that further research should be done to
substantiate whether or not abstraction level of infor
mation is related to transfer of knowledge and to percep
tual skills.
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Appendix A; A Summary of Pilot Study
This is a summary of a pilot study which was conduct
ed during the spring session of 1975 with a class of C-P
617 Introduction to Theories of Counseling at the Depart
ment of Counseling and Personnel, Western Michigan Univ
ersity.

The primary purpose of this study was to investi

gate the effect of teaching theoretical knowledge about
interpersonal perception, with and without descriptive in
formation, on interpersonal perceptual skills.
Unfortunately, this study did not produce meaningful
results.

Most of the subjects were poorly motivated for

learning mainly because they were informed that they would
be subjects for a study to used in a doctoral dissertation.
Another procedural weakness was poor sound reproduction
from audiovisual sets while administering the Affective Sen
sitivity Scale.

However, this pilot study provided valuable

information for this type of research about the effect of
descriptive information oh interpersonal perception.
Thirty-two students were enrolled in the class.

Stu

dents in the class were randomly assigned into one of two
treatment groups.

One group of students was required to

master a programmed text on interpersonal perceptual skills,
without descriptive information.

The other group was re

quired to master the same programmed text with descriptive
information.

The difference between the two kinds of texts
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were descriptive information sections and sections of
review.

The text of theoretical information without des

criptive information included a review section which re
placed descriptive information with prosed restatements
of theoretical information.

Students were informed that

the extra class assignment required for learning the mat
erial was for the purpose of research leading to a doc
toral thesis.
The Test of Knowledge of Interpersonal Perceptual
Skills (TOKOIPS) and the Affective Sensitivity Scale (ASS)
were administered to measure the mastery level of knowledge
about interpersonal perception and accuracy in interperson
al perception, respectively.

While the ASS was administer

ed only after the treatment, the TOKOIPS was administered
both before and after treatment.
Although the basic purpose of this pilot study was
to test whether descriptive information functions to fac
ilitate transfer of theoretical knowledge into practical
perceptual skills, additional analysis of the data was con
ducted.

Data provided by scores for subjects were analy

zed to test the following null hypothesis and to measure
the baseline of theoretical and descriptive knowledge.
The null hypothesis is: There will be no difference
between the theoretical information without descriptive
information group and the theoretical information with
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descriptive information group as measured by posttreat
ment scores on the ASS.
Before the final analysis of data on testing the hy
pothesis is presented, statistical data on results of
statistical analysis of pre- and post-tested scores mea
sured by the TOKOIPS are presented.

Table 6 (p. 98) shows

statistical data on pretested scores of theoretical infor
mation.

Table 7 (p. 99) shows the data on pretested scores

of descriptive information.

Table 8 (p. 100) shows the

data on posttested scores of theoretical information on the
TOKOIPS.

Table 9 (p. 101) shows the data on posttested

scores of descriptive information on the TOKOIPS.
One of the most interesting results in Table 9 (p. 101)
is the set of pretested scores on the descriptive informa
tion subtest in the TOKOIPS.

The relatively high scores

among subjects measured by the pretest of the descriptive
information subscale would indicate that subjects held a
relatively high amount of accurate descriptive information
about interpersonal perception prior to the treatment of
the pilot experimentation.

The investigator made a tenta

tive hypothesis that this descriptive information will play
a significant role in the learning of new theoretical in
formation and in the transfer of theoretical information
into practical skills.
The result of testing the null hypothesis is presented
in Table 10 (p. 102).
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Table 6
Means and Standard Deviations of Theoretical Information
Subtest as Measured by the Pretest of TOKOIPS

Group 1

Group 2

Without

With

Descriptive

Descriptive

Information

Information

Mean

X =4.50'
1

X =3.75
2

Standard

SD =2.33
1

SD =1.92
2

n =12
1

n =12
2

Deviation
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Table 7
Means and Standard Deviations of Descriptive Information
Subtest as Measured by the Pretest of the TOKOIPS

Group 1

Group 2

Without

With

Descriptive Information Descriptive Information

Mean

X =17.25
1

X =14.17
2

Standard SD =4.58
1

SD =3.27
2

Deviation
n =12
1

n =12
2
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Table 8
Means and Standard Deviations of Theoretical Information
Subtest as Measured by the Posttest of the TOKOIPS

Group 1

Group 2

Without

With

Descriptive

Descriptive

Information

Information

Mean

X =20.33
1

X =19.00
2

Standard

SD =8.23
1

SD =6.68
2

n =12
1

n =12
2

Deviation
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Table 9
Means and Standard Deviations of Descriptive Information
Subtest as Measured by the Posttest of the TOKOIPS

Group 1

Group 2

Without

With

Descriptive

Descriptive

Information

Information

Mean

X =21.33
1

X =21.75
2

Standard

SD =3.92
1

SD =3.27
2

Deviation

n =12
1

n =12
2
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Table 10
Result of t_ Test of the Affective Sensitivity Scale Scores
for the Group Without Descriptive Information and for the
Group With Descriptive Information

Group 1

Group 2

Without

With

Descriptive

Descriptive

Information

Information

X =38.42
1

X =39.92
2

Standard SD =9.54
1

SD =9.61
2

Mean

t value

.366*

Deviation
n =12
1

n =12
2

♦Note, p >.05

-

;■
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Appendix B: Test of Knowledge of Interpersonal Perceptual Skills
Instruction
This test provides an opportunity for you to evaluate
the knowledge that you have acquired on interpersonal per
ception, and to develop and ameliorate your ability to ac
curately perceive the motives, emotions, defense mechanisms
and meanings of others.

Accurate perception of others is

the first step in a process which eventually can lead you
as a counselor to make appropriate and effective responses.
This test consists of 60 items.

You may experience a good

deal of difficulty with this test.

Write your answers on

the test sheets.
A.

Supply the missing words in the following statements.

1. Many factors which influence a person's perception have
their basis in the perceiver's __________ .
2. Some of the important factors which influence a person's
perceptions are g_________

1_________ ,_

proces

ses, mental __________ , and ___________.
3. The process by which one individual becomes aware of
the properties of another individual is referred to as

4. Not all properties of the stimulus person can be easily
observed visually since many properties are __________ .
5. The meaning, motives, and emotions of human beings can
be inferred accurately by interpreting the person's appearance
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motor behavior, and________________ behavior.
6. The process of perceiving another human being is com
plicated and has many sources of _______________ .
7. Three major causes of inaccurate inferences concerning
another person are inadequate j_______________,^3____________
and the use o f _________________________ theory.
8. Verbal statements can be interpreted from the viewpoint
of the %______________ ^_______________ of the statement or
from the viewpoint of the ________________________________
of the statement.
9. According to the _______________

approach to understand

ing the meaning of the other person, behavior must be per
ceived from the other person’s _______________ of _________ _
10. It seems that we have a tendency to _______________
what is said by the other person.
11. If you wanted to improve your ability to accurately
perceive others, you would benefit from the procedure of

12. Three behavioral manifestation of iraplicit ___________
_______________

are _s__________

and _______________

, assumed ______________

attribution.

13. You will improve your ability to infer accurately
the meaning of others when you learn to interprete their
statements from the viewpoint of their _______________

in

tent .

R e prod u ced w ith p erm issio n o f the co p yrigh t ow ner. F u rthe r re p rod u ction pro hib ite d w ith ou t p erm ission.

105

14. One of the major sources of inaccurate perception
of others is

___________ of stimuli which serves as

a buffer against realities with which the perceiver is
unable to cope.
15. A technique for avoiding the natural _______________
to evaluate has been referred to as _______________ with

16. Since one cannot perceive all available stimuli si
multaneously when attempting to perceive another person
the perceptual process must be s_______________•
17. The "common sense" set of notions which people have
about what other people are like and how they operate
has been referred to as their __________________________

18. When you assume that another’s values and traits are
the same as your own, you may be using _______________
similarity as your basis for the inference.
19. It is probably fair to say that human beings are al
ways in some state of _______________ which produces mo
tives and leads.to behavior.
20. Anxiety is always an _______________

feeling.

21. It is not easy to avoid e________________the_state
ments of others when our own strong e_______________ are
involved.
22. Anxiety which is controlled by responses and does

R e prod u ced w ith p erm issio n o f the co p yrigh t ow ner. F u rthe r re p rod u ction pro hib ite d w ith ou t p erm ission.

106

not manifest itself in overt behavior is referred to as
controlled or _______________ anxiety.
23.

Psychologists refer to the noninstrumental responses

which an individual may employ to distort reality as

24. A person who finds usual method of attaining a goal
blocked and then seeks out a new method of attaining that
same goal is employing an i________________ response to re
duce anxiety caused by the^situation.
25. Human needs and _______________ and________________
are closely related.
26. When a person gives a good sounding

reason for behav

ior which is motivated by unconsciousunacceptable

impulses,

the mechanism being employed is referred to as _____________
27. When a person accepts a substitute goal which seems
attainable or acceptable for a desired goal which is un
consciously seen as unattainable or unacceptable, he may
be ________________•
28. When someone attributes his own unconscious undesirable
feelings and motives to others he is _______________ .
29. A person who perceives something which is unconsciously
threatening to him may distort his perception completely
to the opposite.

This would be an example of _____

.

30. The process of ascribing to one's self qualities of
another object is referred to as _______________ .
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B.

The following statements can be viewed as an example

of rationalization, compensation, identification, pro
jection, reaction-formation or none of those mechanisms.
Identify and supply the defense mechanisms which the
person making the following statements might be employ
ing.
31. _______________ . "I'm not fooled by people. Everybody
will cheat if they can get away with
it."
32. _______________ . "I devote every minute of my life to
working with children."
33. _______________ . "I've never had a dishonest thought
in my life."
34. _______________ . "John has the same good traits which
I have."
35.

. "I think it's all right to cheat once
in a while if it doesn't hurt anyone."

36. _______________ . "The only reason that I cheat on exams
is that everybody else is doing it."
37. _______________ . "Everybody is out to get the best of
you."
38. _______________ . "It's only money.

Money isn't impor

tant to me."
39. _______________ . "My college has higher standards than
any of those eastern colleges."

R e prod u ced w ith perm issio n o f the co pyrigh t ow ner. F u rthe r rep rod u ction prohib ite d w ith o u t p erm ission.

108
40. _______________ . "My only interest is to be the best
teacher ever."
C.

The following verbal expressions may be viewed as

an example of fear, anxiety, joy, anger, pride, shame,
guilt, love, hate, jealousy and envy.

Indicate the emo

tion which you think most likely may exist.
41. _______________

"I don't know why I feel so uneasy."

42. _______________

"If I flunk this test,

43. _______________

"It may be right but I should have

44. _______________

"She tells me she doesn't care about

I'm in trouble."

done better."

him but I know otherwise."
45. _______________

"I would just like to

46. _______________

"If the author had done a better job

get rid of her."

with this text, I could learn this
stuff."
47. _______________

"I knew it was wrong when I did it.

48. _______________

"I feel drawn to him— I can't help

I feel just terrible."

myself."
49. _______________

"I'm pleased with myself.

I feel I

did a good job."
50. _______________

"It's beneath me to behave as badly
as I did."

D.

For each of the following statements, select the
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interpretation which seems

to express best the

true mean

ing, motives, and emotions of the person making the state
ments.
51. "All girls are the same.

All they want is

what they

can get out of you."
A. He hates all girls.
B. He wants to know how I feel about girls and this
is his way of asking.
C. How could he really think that about girls?
D. He's not sure how he feels about girls.

His feel

ings are causing him a problem.
52.

"I would have made a passing grade on the

exam

if

the teacher had asked fair questions."
A. He feels angry.
B. He's sorry he didn't work harder.
C. He really feels remorseful— he knows the value
of studying now.
D. He hates his teacher.
53.

"I know that what I did was wrong eventhough there

were others doing the same thing."
A. She feels ashamed of her behavior.
B. She's rationalizing and trying to place the blame
on the other.
C. She is experiencing guilt feelings because of
her wrongdoing.
D. She would like sympathy from me.
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54. "I can’t stand hippies."
A. He doesn’t know how he feels about hippies.
B. Hippies make him feel angry.
C. He thinks hippies are less than human.
55.

"I don't think it's wrong to want things for your

self.”
A. She doesn't care how I feel about her.
B. She is selfish and doesn't think of others.
C. She doesn't feel bad about thinking of herself.
56.

"I get angry at times but so does everybody else."
A. He may be having difficulty accepting his feel
ings of anger.
B. He has a bad habit of getting angry.
C. He thinks it's OK to get angry because others
do it.

57.

"I'm really a terrible person."
A. She has done something bad.
B. She is feeling remorseful about her behavior.
C. She wants me to see her as a bad person.

58.

"My parents treat me very badly but I love them very

much.
A. He doesn't mind that his parents treat him this
way.
B. He'd love his parents no matter what they did
to him.
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C.

He is confused about his feelings and may not
really love his parents.

59.

"Nobody can help me."
A. She feels this is something she is obligated to
do on her own.
B. The thought of talking about it is making her
very anxious.
C. She feels that it is too late for help.

60.

"All teachers are the same.

They don't give a damn

students."
A. He hates teachers— and me also.
B. He's trying to make me angry.
C. Teachers are a source of anxiety for him in some
way.
D. He doesn't really think that.

How could he?

Key to Answers
1. personality
2. past learning, thinking, set, motives
3. interpersonal perception
4. internal
5. verbal
6.. error
7. intelligence, distortion, implicit personality
8. verbal content, affective intent
9. perceptual, point, view
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10. evaluate
11. self-analysis
12. personality theory, stereotyping, similarity, trait
13. affective
14. distortion
15. tendency, listening, understanding
16. selective
17. implicit, personality, theory
18. assumed
19. need
20. unpleasant
21. evaluating, emotion
22. latent
23. defense mechanism
24. instrumental
25. emotions, motives
26. rationalization
27. compensating
28. projecting
29. reaction formation
30. identification
31. projection
32. compensation
33. reaction formation
34. identification
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35.

rationalization

36.

37.

projection

38.

reaction formation

39.

identification

40.

compensation

41.

anxiety

42.

fear

shame

44.

jealousy

hate

46.

anger

47.

guilt

48.

love

49.

pride

50.

shame

51.

D

52.

A

53.

C

54.

B

55.

C

56.

A

57.

B

58.

C

B

60.

C

43.
45.

59.

rationalization
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Appendix C: Affective Sensitivity Scale
Instruction
You will be viewing short scenes of actual counsel
ing sessions.

You are to identify what feelings the clients

have toward themselves and toward counselors they are work
ing with.
Although in any one scene a client may exhibit a
variety of feelings, for the purpose of this instrument
you are to concentrate on identifying his Xast feelings
in the scene.
On the following pages are multiple choice items
consisting of three responses each.

Most scenes have

two items; but a few have one or three items.

After you

view each scene, you are to read the items and ask your
self the following question:
If the client were to view this same scene, and
if he were completely open and honest with him
self, (i.e., if he could identify his real feel
ings) which of these three responses would he
use to describe his feelings?
After you decide which response accurately describes
what the client is actually feeling either about himself
or the counselor he is with, indicate your choise on the
answer sheet.
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Here is a sample item:

Client I
Scene 1.
Item 1.
1. This exploring of my feeling is good.

It makes me

feel good.
2. I feel very sad and unhappy.
3. I'm groping and confused; I can't bring it all
together.

After you had viewed Scene I for Client 1, you would
read these three statements (Item 1) and would then decide
which one best states what the client would say about his
own feelings after viewing the same scene.

For example,

if you decide number two best states what the client is
feeling, you would then find the number 1 on your sheet
and darken in the space for number two.
1.

1---

2 ---- 3 -----

4 --

5 -----

We will only make use of the first three answer spaces
following each item on your answer sheet.
Remember you are to concentrate on the latter part
of each scene in determining the most accurate descrip
tion of the client's feelings.
After you view the appropriate scenes, you will have
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thirty seconds to answer each of the first twelve items.
For each of the remaining items, you will be allowed
twenty seconds.
Caution: The item numbers on your sheet go across
the page, not down the page as you would usually expect!

Client I.
Scene 1.
Item 1.
1. I feel sorry for my husband and the relationship
we have.
2. I don't really understand what I feel.

Yet, I

do feel guilty about creating pain in others which
returns to me.
3. I feel pleased at seeing a possible relationship
between my feelings of anger and pain.
Item 2.
1. He (counselor) doesn't have to like me.

I just

want him to agree with me and tell me I'm right.
2. I'm trying to please you.

Do you like me?

3. He's really understanding me now.

Client I.
Scene 2.
Item 3.
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1. I feel calm and collected.

I just want to think

for a while.
2. Yes, that is when I get angry.

I see it all

clearly now.
3. I feel anxious and stimulated.
Item 4.
1. I'll pretend I'm agreeing with him (counselor),
but I don't see the connection at all.
2. I like what he's doing.

I don't feel as uncom

fortable now.
3. I wish he would stop pushing me in this direction.

Client II.
Scene 1.
Item 5.
1. I'm pleased, happy; I feel good all over!.
2. It was brought right back, that amazes me, but
it hits quite bad too.

It hurts.

3. I'm not bothered by this.

I can handle it.

I'm confident.
Item 6.
1. He's (counselor) caught me; careful, I'm not sure
I want that.
2. I like him. He's trying to make the situation a
little lighter and made me feel better about it.
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3.

I don't feel he understands.

He's sarcastic.

I don't like that.

Client II.
Scene 2.
Item 7.
1. I feel a little uneasy and self-conscious, but
not much.
2. This scares me.

I feel frieghtened!

3. I feel flirtatious. I like this.
Item 8.
1. I feel a little bit embarrassed, but that all
right as long as I can keep my composure.
2. I have a feeling of sadness.
3. I feel flustered and embarrassed.
Item 9.
1. He's asking for some touchy material, but that's
all right. It's about time he knew.
2. He's being very frank and open! I'm not sure I
want that.
3. I want him to leave me alone— I want out of here.
I don't like this.
Client II.
Scene 3.
Item 10.
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1. I'm getting so much attention.
this.

I really enjoy

It makes me feel good.

2. I'm scared by what I am feeling.

I feel embar

rassed and threatened.
3. I have the feeling that what I want was wrong,
and I'm a little ashamed of myself.
Item 11.
1. This is good.

We're really moving into my feel

ings.
2. He's too perceptive; he's looking right through
me.
3. He's getting a little sticky; I'm not sure I like
that.

Client III.
Scene 1.
Item 12.
1. I feel protective and defensive of what people
may think about my family.
2. All this seems so pointless! I'm puzzled and bor
ed.
3. We're having a nice conversation.

Some of these

things really make me think.
Item 13.
1.

This guy (counselor) embarrasses me with the questions

R eprod u ced w ith perm issio n o f the co pyrigh t ow ner. F u rthe r rep rod u ction prohib ite d w ith o u t p erm ission.

120
he asks.
2.

The question he asks really makes me think.

I'm

not sure I like that.
3.

I can't follow this guy's line of thought.

What's

he trying to do?

Client IV.
Scene 1.
Item 14.
1.

I'm concerned with my physical condition.

I'm

worried about it.
2.

I want pity.

I want her to think "Oh, you poor

boy".
3.

I feel good— nothing's bothering me, but I en
joy talking.

Item 15.
1.

She's too young

to be counseling, and she's a

girl. I'm not sure I like this.
2.

She likes me; I know she does.

3.

I'd like her to

think I'm great.

Client IV.
Scene 2.
Item 16.
1.

I'm a little annoyed with my family's ambitions

R e prod u ced w ith p erm issio n o f the co p yrigh t ow ner. F u rthe r re p rod u ction pro hib ite d w ith ou t p erm ission.

121
for me.
2.

That’s a hell of a lot to ask!

3.

I feel sorry for myself, and I want others to

It makes me mad.

feel the same.
Item 17.
1.

She (counselor) really understands me!

She's

with me now.
2.

I don't feel much either way towards the coun

3.

I wonder if she appreciates the pressure that's

selor; she's not important to me.

put on me.

Client IV.
Scene 3.
Item 18.
1.
2.

This whole thing just makes me sad and unhappy.
It kind of angers me that they don't appreciate
me when I feel I did my best.

I wish I could

tell them off.
3.

No matter how well I do, I'm always criticized.
It doesn't' bother me too

much though because I know

I did my best.
Item 19.
1.

I can tell she understands what I'm saying.
She's really with me.

R e prod u ced w ith p erm issio n o f the co pyrigh t owner. F u rthe r re p rod u ction pro hib ite d w ith ou t p erm ission.

122
2. I wish I could get out of here; I don’t like her.
3. Understand what I am saying; I want her to know
how I feel.

Client IV.
Scene 4.
Item 20.
1. I really want to be successful, and somehow I
know that I can be.
2. That makes me feel kind of sad, unhappy.

I don't

want to believe that it's true— I want to be good.
3. I don't know what I feel here.

It's all very

confusing.
Item 21.
1. I feel neutral towards her here.

I'm not paying

any attention to her.
2. Please feel sorry for me and try to help me.

I

wish she would praise me.
3. I like talking to her.

She can be trusted even

to the point of telling her how I really feel
about myself.

Client V.
Scene 1.
Item 22.
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1. I feel rejected and empty inside.

Am I unlove

able?
2. I feel a little lonely.

I want my boy friend

to pay a little more attention to me.
3. I really don't feel much here; I'm just kind of
talking to fill up space.
Item 23.
1. Please say it isn't fair, Mr. Counselor.
2. He really understands me.

I can tell him anything.

3. I'm not sure I care what he says.

It's kind of

unimportant to me what he feels about me at this
time.

Client V.
Scene 2.
Item 24.
1. I'm afraid of marriage— insecure; it might not
work out, and I 'd be lost.
2. I really can give him all the affection he
needs, I feel I'm a worthwhile person to be des
ired.

He wouldn't dare step out on me.

3. I'm really not too worried; it'd all work out
in the end even if we have to go to marriage
counselors.
Item 25.
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1. I don’t care if he (counselor) can help me or
not.

I'm not sure I v/ant his help.

2. H e ’s so sympathetic.

That makes me feel good.

3. Can you help me?

Client V.
Scene 3.
Item 26.
1. I feel I have some need to be liked, but it's
not real strong.
2. I'm not loveable; I don't really like myself.
3. I'm a good person; I'm loveable. Down deep I
know I am.
Item 27.
1. I feel dejected, kind of insecure.

I want to

be likeable!
2. My main concern is that it's hard for me to take
criticism.

I usually think of myself as perfect.

3. I feel a little sad about all this; I do kind of
want people to like me.
Item 28.
1. He thinks well of me; I know he does, I can tell.
2. I want the counselor to really like me, but I'm
not sure he does.
3. I like it when he asks questions like that.

They
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make me really think about deeper things.

Client V.
Scene 4.
Item 29.
1. I wouldn't want to be treated like he treats Moth
er, but I don’t mind him (stepfather) too much.
2. I feel very little emotion about anything at this
point.
3. I hate him (stepfather)!
Item 30.
1. Boy, I'm happy that he (counselor) agrees with
me.

He sympathizes with me.

I feel completely

accepted.
2. I'm embarrassed to tell the counselor how strong
my feelings really are.
3. I'm not sure he'll be able to help me much after
all.

I'll just have to work this out by myself.

Client V.
Scene 5.
Item 31.
1. I'm kind of feeling sorry for myself, but I'm
not really too worried.
2. I want to move out of the house as soon as possible.
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I feel I would be better off on my own.
3.

My own parents don't want me; I feel cut off and
hurt.

Item 32.
1. I don't feel he's (counselor) helpful at all,
and if he can’t help me and see my side, I'm not
going to like him either.
2. He's got me in a spot, but I feel I can still
get him to see me as a good girl who is perse
cuted.
3. I wish the counselor were my father.

He's lis

tening; he understands how I feel.

Client VI.
Scene 1.
Item 33.
1. Disapprove! She'd kill me!
2. I feel jovial; this is real interesting.
3. I'm not sure how she would feel but the whole
idea of her finding out excites me.
Item 34.
1. He (counselor) understands me completely.

He

certainly is relaxed and comfortable.
2. I really don't care what he feels about me. I
just want someone to talk to— anyone will do.
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3. I was wondering how he would feel about me and
what I'm saying.
Client VI.
Scene 2.
Item 35.
1. I think my brother is O.K. We have fun together.
2. I don't know what I'm saying here.

I'm a little

mixed up and confused.
3. I'm saying something that's important to me.
I like Doug.

Client VI.
Scene 3.
Item 36.
1. This is very confusing for me.

I'm not sure I

understand what is going on.
2. This is how I really feel, I'm kind of starting
to be myself.
3. I'm just talking to be talking here; this really
doesn't mean much to me.
Item 37.
1. I guess he's (counselor) all right, but I'm still
not sure he understands me.
2. Let's get going.

I'm impatient! I want to move

to more important matters.
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3.

I feel comfortable with him.

He understands me.

Client VI.
Scene 4.
Item 38.
1. I love my brother, but not romantically.

We

just have a good brother-sister relationship.
2. I don't know about feeling this way about Doug;
it feels so good, but it concerns me too.
3. I feel better about my relationship with Doug
now.

It helps to get it out in the open.

Now

I feel it's all right.

Client VI.
Scene 5.
Item 39.
1. I'm not feeling much of anything here.

I'm just

kind of talking to be talking.
2. I'm mad at everyone at this point and don't know
which way to turn; I guess I'm mad at myself too.
3. Now I'm talking about things that are real.
not on stage anymore.

I'm

She is a louse!

Item 40.
1. He (counselor) feels she's a bad person too.
2. Don't you agree with me?

I want to know what

you think.
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3.

He thinks this all sounds petty.

He doesn't

understand.

Client VII.
Scene 1.
Item 41.
1. I felt angry v/ith my mother, but this made me
feel guilty. I needed to make an excuse for her.
2. I'm really not angry with mother.

It's not

her fault.
3. I'm in a very passive mood.

I'm .just relaxing

and talking about things that interest me.
Item 42.
1. This counselor is all right.

I feel I can con

fide in him.
2. I feel comfortable.

I'm not sure what this coun

selor wants me to do.
3. I feel he wants me to talk about myself, but I
don't care.

I'm going to talk about what I want

to talk about.

Client VII.
Scene 2.
Item 43.
1.

I'm very sensitive; I'm very easily hurt.
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2. I'm somewhat sensitive and easily hurt, but not
deeply so.
3. I'm not sensitive or easily hurt at all.

I

just like to make people think I am.
Item 44.
1. That makes me mad, I can do it— I know I can,
but

things just keep getting in my way.

2. It's really all his fault, if he just wouldn't
have been such a joker.
3. This makes me feel guilty; I need to blame some
one else instead of blaming myself.
Item 45.
1. I'm neutral towards the counselor.

I don't care

what he feels about me.
2. I'm afraid he doesn't like me and what I'm say
ingabout myself.

I don't want him to be harsh

with me.
3. He's easy to talk to.

He understands what I'm

like, and he still likes me.

I can confide in

him.

Client VIII.
Scene 1.
Item 46.
1.

Say, this is all right.

I like this.
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2. I'm not feeling anything deeply.

I know what

I need!
3. It's embarrassing and difficult.

I feel a lit

tle annoyed.
Item 47.
1. I feel I can rely on this guy, so I ’ll let him
talk and I'll just answer his question.
2. I wonder what you think about this— please res
pond.

Give me some help.

3. The counselor is a good guy.

I like his question;

they make it easier for me.

Client VIII.
Scene 2.
Item 48.
1. I feel very unhappy about what I may eventually
have to do.
2. I don't know what I feel; I'm confused about
what I feel.
3. I'm damned uncomfortable;- it's so confusing. I
feel kind of 'blah' about it all.
Item 49.
1. He's (counselor) missing the point.

He bugs

me.
2. I can't really tell about this guy.

I don't
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3.

He seems like a good guy.

He asks nice questions.

I like him.

Client IX.
Scene 1.
Item 50.
1. I ’m not sure how I feel about this counselor.

I

don't feel one way of the other about him.
2. I like the counselor very much— he makes me feel
good.
3. He understands me pretty well and is trying to
help.

I guess I kind of like him.

Client IX.
Scene 2.
Item 51.
1. Goody, goody people don't really know any better,
so I can't be disgusted with them, but it does
makes me angry.
2. I don't really mind people feeling superior to
me. It just makes me a little angry.
3. It tears me up inside when people think they're
better than I am.

I want people to be the same

as m e .
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Item 52.
1. I ’m every bit as good as they are.
I am.

I really feel

I know I am.

2. I kind of wished they liked me, but I can live
without being a member of their group.
3. Those smart kids make me feel stupid.
Item 53.
1. I feel sorry for them; they just don't realize
what they're doing to people like me.
2. I feel I ’m not as good as they are, and it really
hurts when people act that way.
3. It makes me a little angry.

I ’m every bit as

good as they are.

Client IX.
Scene 3.
Item 54.
1. I feel a little insignificant, and this makes me
a little unhappy.
2. I'm a nobody.

I am always left out.

3. I'm unhappy with school.

That's what is really

bothering me.
Item 55.
1.

He (counselor) doesn't quite understand, but I
don't care.

It doesn't matter.
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2. I don't feel one way or the other towards this
counselor, we're just having a nice talk.
3. He (counselor) is really listening to me, and
I feel he understands what I'm feeling.

Client X.
Scene 1.
Item 56.
1. I'm feeling scared, concerned.

Is this for me?

2. I just feel uncertain about what to talk about.
If I once get started, I'll be all right.
3. I feel very deeply depressed.
Item 57.
1. He (counselor) seems to be listening— can he under
stand how I feel?
2. He's really with me.

I can tell he understands me.

3. He doesn't keep things moving enough.

I don't

like that.

Client X.
Scene 2.
Item 58.
1. I'd like to think I could make it, but I'm not
sure.

I feel inadequate.

2. I just have an I-don't-care feeling; that's my
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real attitude towards all of this.
3.

I'm confused here.

I really don't have any def

inite feelings.
Item 59.
1. I want to impress the counselor.

I want him to

believe I can do it.
2. He believes me; he thinks I can do it; I can tell.
3. I really don't care what the counselor thinks.
It’s not important to me.

Client X.
Scene 3.
Item 60.
1. What's the use of looking ahead?

I'm scared to

think about it.
2. I can accept my situation.
so bad.

Really, things aren't

Things may bother me a little, but real

ly not much.
3. I enjoy just living for today.
Item 61.
1. He's (counselor) all right.

He really under

stands me.
2. Nobody really can understand this.

I don't think

he will be any different.
3. I don't care what he thinks or feels; he's not
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important to me anyway.

Client X.
Scene 4.
Item 62.
1. I feel somewhat unhappy.

I don't like to feel

this way.
2. There's something about me; I just don't fit in,
and that makes me feel real inadequate.
3. In some instances, I'm unsure of myself.

I'm

afraid I'll do the wrong thin, but I can handle
this just be avoiding these situations.

Client XI.
Scene 1.
Item 63.
1. I'm unhappy about all this, but I'm afraid to
make a change.
2. It's not that I don't like school, it's just
that I want to do the things I like most.
3. I'm not the student type.

School bores me, but

it embarrasses me when I say it.
Item 64.
1.

The counselor is a nice guy.

I like him, and

I think he likes me.
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2. I wonder what the counselor thinks of me.

He'll

probably think less of me for saying this.
3. I don't care what he thinks of me.

It doesn't

matter to me.

Client XI.
Scene 2.
Item 65.
1. I've found some new dimensions.

I like to feel

that I can have some excitement, but this kind of
scares me too.
2. This doesn't really mean much.

I'm not feeling

much of anything.
3. This makes me feel very guilty; I'm very ashamed.
Item 66.
1. I suppose he'll (counselor) tell me that's wrong,
too.

I'm not sure he understands me very well.

2. He's O.K.; he's listening to what I have to say.
He really understands me and my feelings.
3. I don't care what he thinks or feels; it's not
important.

I don't have any feelings toward the

counselor.
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